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ABSTRACT 
CROSS-CULTURAL EDUCATION: BREAKING THROUGH 
CULTURAL BARRIERS 
MAY, 1989 
SHIRLEY P. CONLEY, B.S., UNIVERSITY OF NEW HAMPSHIRE 
M.A., ASSUMPTION COLLEGE 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor George E. Urch 
This study investigated three major cultural theories of cross- 
cultural conflicts: (1) perceptual differences; (2) absence of cultural 
awareness; and (3) inability to accept cultural differences. 
The methodology in this study included: (1) a review of literature, 
which explored the need to cross cultures and investigated three major 
theories responsible for cultural conflicts; (2) in-depth interviewing 
of a small group of Cape Verdeans, which revealed incidents of cross- 
cultural conflicts experienced by them when they attempted to break 
through cultural barriers; (3) an analysis of these cross-cultural con¬ 
flicts, which manifested their connection to the three major theories; 
(4) a review of the three major approaches to teaching cross-cultural 
communication: (a) the didactic; (b) the experiential; and (c) the 
humanistic, which examined their strengths and weaknesses; and (5) a 
presentation of some generalized strategies designed to surmount cross- 
cultural conflicts. 
The study concluded that: (1) global interdependency emphasizes 
the need to cross cultures; (2) perceptual differences, absence of 
vi 
cultural awareness, and the inability to accept cultural differences 
inhibit effective communication across cultural boundaries; (3) the 
three major theories of cultural conflicts that were proposed were 
causes of cross-cultural conflicts experienced by the Cape Verdeans in 
this study, although they may not have been the only causes; (4) the 
three major approaches to teaching cross-cultural communication 
(didactic, experiential, and humanistic) would be most effective when 
used together; and (5) some generalized strategies can be designed to 
overcome cross-cultural conflicts. 
Recommendations are made for the future study of the causes of cul¬ 
tural conflicts. 
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CHAPTER I 
INTRODUCTION TO CAUSES OF CULTURAL CONFLICTS 
Cultures are in conflict throughout the world. Some conflicts have 
reached the stage of combat, some are at the boiling point, some are 
soon to be aired at the conference table, and some are between the 
freezing and the boiling points. 
The Iran and Iraq war was an example of a recent cultural conflict 
that resulted in armed combat. In 1971, after the British withdrawal 
from the Gulf, Iraq's interest reached beyond a regional level as the 
importance of the Gulf grew. "The scope for differing interests and 
perceptions leading to direct conflicts between Iraq and its Gulf neigh¬ 
bors accordingly increased" (Niblock, 1982, p. 126). 
The resistance to apartheid in South Africa illustrates a cultural 
conflict at the boiling point. This relentless policy of segregation 
and political and economic discrimination against the Blacks by the 
government has created a smoldering fire of inequality which is being 
fueled by Black nationalists. These nationalists now urge expansion of 
activities beyond protests. 
The Union of Soviet Socialist Republics and the United States cold 
war is an example of a cultural conflict which fluctuates between detente 
and disaster, and often reaches the conference table. The differences 
between these societies, the socialistic U.S.S.R. and the capitalist 
U.S., increased after World War II, as both nations emerged victorious 
and with strong military power. 
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Some of the causes of cultural conflicts are economic, political, 
social, and religious. There is also a desire or a need for power. 
However, there are other determinants of conflict which are cultural 
and of which people are not aware. Even though a conflict may not be 
primarily caused by such an unknown determinant, it may be'a potent con¬ 
tributing force. 
This study will explore three major theories of causes related to 
culture-determined conflict of which people are not generally aware. 
They are: (1) perceptual differences; (2) absence of cultural aware¬ 
ness; and (3) inability to accept cultural differences. The following 
are examples of how these three causes can be responsible for cultural 
conflicts. 
Perceptual differences were responsible for a cultural conflict 
when an American woman wearing sunglasses was having difficulty communi¬ 
cating with some Mexican natives. Only after she removed her sunglasses 
did she notice that the barrier to communication was down. The 
Mexicans could now look into her eyes while they were talking to her. 
An essential cultural factor--eye contact--was activated. 
An instance of culture-determined perception having serious conse¬ 
quences if not checked would be an example of Singer s circle of 
causality" (Singer, 1979, p. 33). The culture-determined perception 
that nature could be used by man as he wished, with no thought to the 
consequences, strengthened belief in the power of technology. This 
power helped to shape identities which influenced behavior and rein- 
forced the original perception. This is an example of Singer's "circle 
of causality" (Singer, 1979, p. 33). Reality is hidden from view and 
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the consequences of this perception may destroy mankind. Perceptual 
behavior is so elusive beneath the cloak of culture that it is essen¬ 
tial to recognize how destructive it can be in intercultural 
exchange. 
A culture-determined behavior, when not allocated to a specific 
behavioral area of a society, can also cause conflict. Fieg pointed out 
that the term "individualism," which to an American means a desirably 
assertive approach, to a Thai connotes crudeness and troublesome 
behavior (Fieg, 1976). Thus, the "individualism" of the Thai, which is 
inward and passive and creates harmony among people, may very well shred 
an American production schedule to pieces. 
Equality, a cultural value of American social relationships, may 
cause rejection in a hierarchical culture (Stewart, 1981). Seward tells 
of a Tokyo businessman, a "wheeler-dealer," who was handling many busi¬ 
ness transactions in one room. Each of his clients was dealt with on an 
individual basis and according to his status (Seward, 1972). If equality 
were injected, it would have upset the social structure to such a degree 
that meaningful communication would have been impossible. Unawareness 
that culture has a direct influence over one's thinking and behavior can 
block cultural learning. 
The inability to accept cultural differences can be responsible for 
a cultural conflict when listeners mar what they hear with their own 
value system. Hoopes pointed out that "in intercultural communication, 
skillful listening to the verbal and nonverbal messages without filter¬ 
ing them through our own system of values and expectations is an impera¬ 
tive" (Hoopes, 1981, p. 34). 
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Some cultural norms may imply the opposite of a behavior related to 
them and thus, because of their seemingly invalidity, can block any 
further understanding or acceptance. Stewart explained that self- 
reliance is a cultural norm in America, reflecting a behavior which may 
be contradictory with its title. For example, some of the people who 
march under the banner of self-reliance depend entirely upon a 
government-controlled system of security during their retirement years, 
and many of them borrow money and credit. However, a cultural norm can 
be consistent with cultural behavior when it identifies with an 
explicit situation, i.e., the cultural norm of advancement when related 
to technology (Stewart, 1972). The inability to recognize and accept 
cultural differences could prevent any movement toward learning. For, 
as Hoopes stated, "It is the ability to appreciate cultural differences 
that moves us along the culture-learning continuum. Differences, there¬ 
fore, constitute both the essence of cross-cultural and the medium of 
intercultural communication" (Hoopes, 1981, p. 33). 
Purpose of the Study 
The purpose of the study is to explore the causes of cross- 
cultural conflicts and determine ways in which these conflicts can be 
addressed. 
To investigate the causes of cross-cultural conflicts, the follow¬ 
ing questions will be explored: 
1. What are the major theories which attempt to explain 
for cultural conflicts? the reasons 
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a. Can perception be controlled and adjusted to 
meet intercultural demands? 
b. Is it essential that the cultural values of one 
culture be made accessible to another? 
c. Is it important that the people of one culture 
appreciate the cultural differences of another 
as well as accept them? 
2. What are some examples of cross-cultural conflicts 
experienced by members of a specific culture? 
a. Why is the Cape Verdean problem of identity 
exacerbated by the American cultural concept of 
defining whites by their ethnic backgrounds and 
Blacks by their skin color? 
b. How will the continued practice of inequality 
and prejudice in the educational system affect 
the development of society? 
c. Why is the term "minority status" unacceptable 
within the realm of humanity? 
3. Why have these cross-cultural conflicts taken place? 
a. Why is the question of identity to a Cape 
Verdean a source of conflict? 
b. Why is the American education system a determi¬ 
nant of conflict to a Cape Verdean? 
c. Why must all cultures be considered equal in 
human value? 
4. What are the strengths and the weaknesses of the 
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major approaches to teaching cross-cultural communi¬ 
cation? 
a. How does the teaching which is always directed 
away from the "self" in the didactic approach 
preclude the capability to act and react in a 
cultural environment other than one's own? 
b. Why is the discussion period associated with 
experiential learning considered one of the 
most important events, if not the most impor¬ 
tant? 
c. Why does the humanistic teaching method attempt 
to involve the human capacity to view cultures 
in their relationship to the world community? 
5. What are some strategies that can be designed to over¬ 
come cross-cultural conflicts? 
a. Why is it important that one be made aware of 
one's own unconscious behavior? 
b. Why are folk media such valuable penetrants of 
cultural thinking? 
c. How does one prepare properly for an actual 
field experience? 
Research Methodology 
Part One of this explorative-descriptive study is a library search 
to examine: (1) three major theories that attempt to explain some 
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reasons for cultural conflicts; (2) the authors who are writing in this 
area; (3) examples used to illustrate their theories; (4) strengths and 
weaknesses of major approaches to teaching cross-cultural communication; 
and (5) strategies and methods used to overcome cross-cultural conflicts. 
This review of literature will provide facts and ideas for a better 
understanding of the theories surrounding cross-cultural communication. 
It will also help to make the researcher aware of the need to limit the 
area and be explicit, so that treatment can be effective. Another 
advantage of this review is to alert the researcher to the possible 
opportunities for creative approaches which have not been explored, as 
well as to suggest methods that may have been useful. 
The review of cross-cultural communications literature will focus 
on three major theories of cultural conflicts which were selected 
because of their scope and directness: (1) perceptual differences, 
(2) absence of cultural awareness, and (3) inability to accept cultural 
differences. Some of the authors and the evidence which they provide in 
support of these three major theories will be explored. Following is an 
introduction to these theories and their authors. 
The first, in support of the theory that perceptual differences can 
cause cultural conflicts, will investigate: the significance of cultural 
factors in play (Pusch, Seelye, & Wasilewski, 1979); the dependence on 
one's view rather than on the object being perceived (Ruben, 1976); the 
importance of identity in the life of perception (Singer, 1976); the 
■ interpretation of the behavior of another culture based on its own 
(Brewer, 1979); and the selection process called "selective perception" 
(Hoopes, 1981, p. 14). 
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The second, in support of the theory that the absence of cultural 
awareness can cause cultural conflicts, will investigate: the false 
assumption that analyzing cultural values intellectually is sufficient 
(Hanvey, 1976); the failure to allocate a culture-determined behavior 
to a specific behavioral area of a society (Fieg, 1976); the lack of 
understanding of one's own value systems and the importance of reveal¬ 
ing them to others (Urch, 1983); the inattention to a culture's 
external layer (Walsh, 1979); and the ignorance of the existence of 
specific communication zones and their sensory contributors (Hall, 
1969). 
The third, in support of the theory that the inability to accept 
cultural differences can cause cultural conflicts, will investigate: 
the failure to recognize cultural differences and to regard them as 
natural; the unwillingness to risk an inquiry which may cause anxiety; 
the continued use of ethnocentrism as a survival mechanism (Hoopes, 
1981); the lack of skill of the listener (Nichols & Stevens, 1957); and 
the inconsistency with cultural behavior of some cultural norms 
(Stewart, 1972). 
Part Two of the study will demonstrate examples of cross-cultural 
conflicts experienced by members of a specific culture and propose some 
possible reasons why these cross-cultural conflicts have taken place. 
Since it is necessary for the researcher to select a culture other than 
her own to study and expose conflicts that occurred when its members 
attempted to cross cultural boundaries, the researcher is choosing the 
Cape Verdean people. 
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Cape Verdean Culture 
Their homeland is Cape Verde, a group of islands of volcanic origin 
and with a climate somewhat like that of a desert. The islands are 
located 455 kilometers off the western coast of Africa opposite the 
country of Senegal. Cape Verde was discovered in 1455 by Aloise 
da Ca Da Mosto, a Venetian mariner in the service of Prince Henry of 
Portugal. It became a property of the Crown in 1495, when Prince 
Emmanuel ascended the throne (Encyclopedia Funk & Wagnalls, 1968). The 
Portuguese first settled on the island of Santiago when they were per¬ 
mitted to buy slaves from the Guinea Coast and were exempted from 
levies on agricultural produce exported to Portugal. The economy, 
though fragile, grew and continued to develop until the late seventeenth 
century, when the Portuguese Crown tightened its control, the soil 
deteriorated under the cultivation of maize, and rainfall was sparse. 
Poverty and death from famine swept over the country. 
Later in the eighteenth century the Crown's continued selective 
control of the market, the periods of war in Europe and America, the 
decline of trade, and Portugal's neglect of the islands brought on a 
complete economic collapse. The royal companies' attempts to rejuvenate 
the economy were unsuccessful because of exploitation and prolonged 
periods of drought. Those in command were indifferent to the suffering 
of the people, and at the beginning of the nineteenth century, many 
emigrated to America where they worked as sailors, farmers, cotton 
pickers, textile workers, and stokers on the railroads. 
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When the United States limited the number of emigres early in the 
twentieth century, the Cape Verdeans headed for Dakar, Guinea, and 
Lisbon, from which they were able to enter Europe. Large numbers emi¬ 
grated to Europe in the 1950s and found jobs on merchant ships and 
tankers. From the 1960s to the 1980s, the emigration figures 
increased. Wherever the Cape Verdeans went, they settled close 
together. 
The cultural identity of the Cape Verdean people stemmed from the 
acculturation of a small number of Europeans and a larger number of 
slaves from Africa of different ethnic origin. Each island became a 
distinct unit. Catholicism combined with African beliefs and rituals 
was practiced by the Africans. Crioulu, the native tongue of the slaves, 
is still the spoken language of the Cape Verdean people. 
After centuries of colonial domination, the African Party for the 
Independence of Guinea and Cape Verde was created by Amilcar Cabral and 
his followers in 1956. It was recognized by the Organization for 
African Unity and the United Nations, and in 1975 the African Party for 
the Independence of Guinea and Cape Verde's revolutionary struggle led 
to the independence of Cape Verde. Aristides Maria Pereira was elected 
President of the Republic and Pedro Verona Rodrigues was elected 
Prime Minister. 
The new republic began a program of reconstruction, closed public 
work sites of the former Labor Front which were of no social or economic 
worth, and transferred the workers to worthwhile projects. Crops were 
improved, irrigable land areas were increased, and the standard of 
living went up. A National Development Fund was created which received 
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food products from foreign aid and sold them through shops, using the 
profits to benefit welfare organizations and to finance development 
projects. 
A balance of payments and a consolidated reserve have been possible 
* / 
due to continued foreign aid, incoming money from emigres, and strict 
control over payment of imports. However, malnutrition is a major 
problem because of the prolonged drought. Ninety percent of the coun¬ 
try's food must still be imported. There are neither industry nor 
natural resources except for its people. The ground water supply is 
meager and the output is controlled. There is great sorrow on the 
islands because of the many absent husbands ^nd fathers who have been 
forced to emigrate to other countries to find work so that they can sup¬ 
port their families. But the Cape Verdean spirit is rich in hope. 
The predominant research technique that the researcher will use is 
in-depth interviewing. It allows for repetition or rephrasing when a 
question is not understood, and it allows for probing which can elicit 
the values and attitudes of respondents. A semi structured interview 
will be used, incorporating open-ended items which gives respondents a 
frame but minimizes limitations and permits openness and flexibility. 
Clarifying the questions, the researcher has considered some of the 
most important precepts of question-writing that have been developed. 
1. Is the question related to the research problem and 
the research objectives? 
2. Is the type of question appropriate? 
3. Is the item clear and unambiguous? 
Is the question a leading question? 4. 
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5. Does the question demand knowledge and information 
that the respondent does not have? 
6. Does the question demand personal or delicate 
material that the respondent may resist? 
7. Is the question loaded with social desirability? 
(Kerlinger, 1986, pp. 444-445) 
and a few common-sense rules: 
1. Try out the guide in a few interviews in order to 
check vocabulary, language level, respondents' 
understanding of questions, and respondents' 
reactions to the interview. 
2. Interact with the respondent as an equal. Don't 
talk down to respondents, and don't try to court 
their favor. 
3. If sensitive questions are to be asked, remind the 
respondent that answers will be held in strict 
confidence. If the respondent seems to hesitate, 
explain specifically the procedures that will be 
used to assure confidentiality. 
4. Never hint, either by specific comment, tone of 
voice, or nonverbal cues (such as shaking the head), 
to suggest a particular response. The inter¬ 
viewer must maintain a neutral stance on all ques¬ 
tions to avoid biasing the responses. 
(Borg & Gall, 1986, p. 443) 
These are the questions that will be used in order to seek informa¬ 
tion in the following categories: background, pre-school, school, work, 
military, travel, organizational, and social. They are as follows: 
1. Tell me a little bit about your background. Where 
were you born? Who were the people you remember 
most during your early years, and how did they 
influence your life? 
2. Before you entered school, do you remember and can 
you describe any moments of stress that you 
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experienced within or outside your immediate family 
that were possibly linked to the color of one's skin 
or to another cultural difference? 
3. When and how did you first become aware of different 
worlds? Since that awareness, could you relate the 
cultural conflicts that occurred during your youth? 
What do you believe were the primary causes? 
4. You may have worked in several jobs. Would you be 
good enough to select those within which you experi¬ 
enced specific cultural encounters and describe them 
in detail? 
5. Did you serve in the military? Can you relate any 
specific situations that made you nervous or fearful? 
6. Perhaps the most important benefit of travel is that 
you have the opportunity to meet people that you 
would otherwise never come into contact with and to 
find yourself in situations that would otherwise never 
occur. Would you please tell me about some of these 
encounters with people of other cultures? 
7. Were you ever a member of an organization where you 
were made to feel uncomfortable or embarrassed 
because of your cultural differences? Were these 
moments of discomfort or embarrassment brought about 
because of your rank in the organization? 
8. You have probably attended and participated in social 
events which centered around your family, relatives, 
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business associates, and friends. Do you remember any 
moments of anxiety caused by someone's actions, words, 
or silence in specific situations which could be 
linked to cultural differences? How did you react? 
The questioning will involve a small group of Cape Verde people 
located in Massachusetts who have migrated from the Cape Verdean Islands 
to create a new life in a different culture, and the questioning will 
also involve Cape Verdeans who were born in America. The researcher 
will seek men and women of different ages, different levels of education, 
and diverse occupations, and explore their backgrounds, investigate the 
cross-cultural conflicts that they have experienced, and examine closely 
their views as to the causes of those cross-cultural encounters. The 
information that will be gathered will be used to help others cross 
cultures. 
There will be no attempt to measure the results of the data that is 
gathered through in-depth interviewing. This is an explorative and 
descriptive study for the purpose of exposing cultural conflicts that 
some Cape Verdeans have experienced when they attempted to cross cultural 
barriers. The information that will be assembled will be analyzed, rea¬ 
sons for the conflicts which these Cape Verdeans have encountered will be 
proposed, and a connection will be shown between some of these causes of 
conflicts and three major theories of cultural conflicts. 
Part Three is an examination and analysis of some strategies and 
methods used to overcome cross-cultural conflicts. 
15 
Limitation of the Study 
This study introduces the problems of cross-cultural conflict but 
it does not pretend to solve them. The library search only deals with 
the major theories which surround cultural conflicts and the strengths 
and weaknesses of the major approaches to teaching cross-cultural com¬ 
munication. The interview does not attempt to quantify answers but 
seeks to attain a general impression, not an accurate representation of 
the Cape Verdean people as a whole. 
Definition of Terms 
Cross-cultural education is an energetic, developing field which 
can penetrate cultural webs, prevent entanglements which result from 
perceptual distortions, and reveal cultural value systems as natural. 
Circle of causality is an illustration that was used by Singer to 
explain what perceptions affect and how they are reinforced (Singer, 
1979, p. 33). 
Selective perception is a selection process explained by Hoopes as 
governed by culture which is responsible for keeping the human race 
from madness (Hoopes, 1981, p. 14). 
Categorizing process is a process which follows the selection 
process and which acts upon important information as judged by its value 
system and stores the rest away (Hoopes, 1981, p. 14). 
Relational style of thinking is a style of thinking in which mem¬ 
bers of a group have more importance than they do as individuals (Cohen, 
1969). 
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Cultural awareness is an awareness of one's own cultural behavior 
and that of another culture by immersing into that culture's mind and 
senses. 
Communication zones are areas identified by Hall as "informal 
spaces" which are alive with deep-rooted cultural messages (Hall, 1969, 
114). 
Sensory contributors are visual, auditory, olfactory, kinesthetic, 
and thermal contributors which are used to measure space when people 
are interacting with other people (Hall, 1969, p. 114). 
Cultural assumptions are fundamental beliefs or perceptions of 
reality which lie beneath and in support of values and which influence 
the way people think and respond. 
Skillful listening is the ability to comprehend cultural dif¬ 
ferences. 
Ethnocentrism comprises both the I'm-better-than-you stage and 
my-culture-is-better-than-yours stage. 
Cultural norms are the aspirations and assumptions of a homogeneous 
group that may contradict practices. 
Didactic method is a method which provides factual knowledge 
through lectures which have been arrived at through experience and 
observation. 
Experiential method is a method which provides opportunities for 
learning how to handle one's own feelings and thinking when involved in 
unfamiliar situations. 
Humanistic method refers to a method which attempts to get human 
beings to view cultures in their relationship to the world community. 
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A faczlrtator is an observer who acts as a consultant; a guide who 
is always present but who keeps on the sidelines and does not interrupt. 
Simulation is a technique which helps prepare people to handle 
problems that occur in human interaction. 
Group-style learning means a style of learning which appeals to the 
sympathies and frailties of man. 
A cultural assimilator is an assimilator which provides examples of 
what may occur in other cultures or in one's own culture during human 
interaction. 
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CHAPTER II 
THREE MAJOR THEORIES WHICH ATTEMPT TO EXPLAIN THE 
REASONS FOR CULTURAL CONFLICTS 
The review of literature emphasizes "the interdependent nature of 
a global society which requires cooperation across cultural boundaries" 
(Urch, 1983, p. 2). Moral obligations as well as the global inter¬ 
dependence of cultures impel humankind to realize the need to formulate 
a world fraternity (Neibuhr, 1944). Immediate concerns that affect the 
future of life on earth are: cultural confrontation, the wanton abuse 
of natural resources, overpopulation, increasing economic dependency, 
and atmospheric contamination. These all influence the world as a com¬ 
munity and stress the need to transcend cultures. 
Transcending cultures is necessary in order to establish a common 
ground on which to build a community of cooperation and understanding. 
Huxley suggested science as a material basis for this common ground, 
but he also pointed out that it must embody "the spiritual and mental as 
well as the material aspects of existence" (Huxley, 1948, p. 5). Work¬ 
ing toward a united worldwide community would not exact the abandonment 
of one's own culture; on the contrary, one's own culture would be sup¬ 
plemented, not supplanted (Bogardus, 1964). Other cultures must be 
appreciated and valued because "the more the people of the world recog¬ 
nize certain symbols, values, and purposes as both their own and those 
of all the other peoples of the world, and give to those symbols, values 
and purposes a high place, the more the world is a community" (Mead, 
1948, p. 47). 
18 
19 
The well-being and individual interests of each culture are 
irrevocably tied to the well-being and individual interests of all. 
Only by transcending cultures can a foundation of cooperation and under¬ 
standing become a reality where all people can respect and preserve 
their human dignity, ridding themselves of the obsessive need to build 
a defense against hostility. 
Before discussing some major causes of cultural conflicts in this 
study, the writer must note that the linguistic diversity of cultures 
and the learning of different languages will not be considered. Although 
linguistic barriers are difficult to overcome, some researchers who have 
investigated interpersonal communications among people of different cul¬ 
tures claim that "language barriers may be the most easily surmounted of 
the many impediments blocking communications across cultures" (Grove, 
1976, p. 10). 
Some of the most formidable conflicts are caused by forces of which 
one is not aware. They are the most difficult to deal with because of 
their apparent invisibility. This chapter explores the literature which 
will disclose those unperceived determinants by introducing and investi¬ 
gating three major cultural theories which can be the underlying factors 
responsible for initial conflicts. They are: (1) perceptual dif¬ 
ferences, (2) absence of cultural awareness, and (3) inability to accept 
cultural differences. 
Perceptual Differences 
In order to effectively cross cultural barriers, culture-determined 
behaviors have to be identified so that they can be controlled and 
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adjusted to meet intercultural demands (Hoopes, 1981). One of these 
culture-determined behaviors is perception, which is deeply rooted in 
the unconscious of every human being. It is responsible for activating 
verbal and nonverbal responses which are not within the field of aware¬ 
ness (Singer, 1976). 
One of the most deceptive characteristics of perception is its 
dependency on one's own view rather than on the object being perceived 
(Ruben, 1976). Singer emphasized the importance of the identity of 
this view: "for who we are (or perhaps more precisely, who we have 
learned to believe we are) determines in a very large degree what we 
perceive--probably in that order" (Singer, 1976, p. 31). He later 
explained that it is impossible to predict which identity will take 
precedence in certain circumstances, but that it will be that particu¬ 
lar identity which will decide the perception of the situation, and that 
that perception will, in turn, reinforce the identity (Singer, 1981). A 
woman's identity is usually clear in her relationship with her daughter 
but it can be highly unpredictable in her place of business, where an 
ethnic identity might take precedence over a business ethics identity. 
Whichever identity did take over would influence her behavior at that 
particular moment in that particular situation, and what was perceived 
by others would reinforce the identity in control. 
Singer's "circle of causality" (Singer, 1981, p. 33), which 
explained what perceptions affect and how they are reinforced, supports 
this theory of identity, for within this circle perceptions influence 
attitudes and values, which help shape identities, which influence 
behavior, which influences perceptions. 
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Gudykunst, Wiseman, and Hammer cited the importance of "accuracy 
in perceiving differences and similarities between the sojourner's own 
culture and the host culture" when they listed this accuracy as one of 
the most effective elements in creating a third culture (Gudykunst, 
Wiseman, & Hammer, 1977, p. 147). Freedom from error in perceiving 
differences and similarities between one's own culture and that of 
another is unattainable if either or both cultures interpret the behavior 
of the other based on their own cultural conditioning (Brewer, 1979). A 
memorable example of such an interpretation took place when the parties 
on each side of the table trying to reach a peace agreement in the 
Vietnam conflict misread all verbal and nonverbal signals (White, 1966). 
The result was a complete breakdown in communications. 
Gudykunst later implied that one could even predict behavior in 
intercultural communication, but that one must be aware of the concep¬ 
tual fi 1 ters--cultural, sociocultural, psychocultural, and environmental-- 
which "limit the predictions we make about how strangers might respond 
to our communication behavior." He explained that "the nature of the 
predictions we make, in turn, influences the way we choose to encode our 
messages. Further, the filters delimit what stimuli we pay attention to 
and how we choose to interpret those stimuli when we decode incoming mes¬ 
sages" (Gudykunst & Hammer, 1983). 
Hoopes pointed out that perception has its own selection process. 
He calls it "selective perception" (Hoopes, 1981, p. 14). This process 
plays an essential part in helping people survive the relentless 
week-in-and-week-out attack on their senses. It acts like a sieve and 
protector. Culture issues the instructions to the perception sieve and 
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determines what to allow through, categorizing on the basis of a value 
system established by the commands of the culture. Thus, whatever the 
experience, that which is important according to value judgments will 
be acted upon, and the rest will be stowed away and for the most part 
forgotten. An excellent example was clearly evident when a young man 
whom the researcher met in Praia, Santiago, visited New York City as a 
member of a dance troop. He complained to the researcher that the noise 
of the city hurt his ears and caused his thinking to be confused, but 
that after a few days the sounds of the city had disappeared. Unknown 
to him, his selective mechanism had screened out the cause of his anxiety, 
and according to his own value judgments his daily experiences were being 
placed in their proper slots where they could be recalled if needed and 
would be forgotten if not considered important. 
Hoopes stated that the categorizing process which has the responsi¬ 
bility of providing an orderly framework for all relationships (Hoopes, 
1981) is effective only when what occurs conforms to one's value system. 
Otherwise, confusion forces incorrect categorizing because the system 
does not know how to deal with the unfamiliar and thus will preclude 
real communication. An interesting example of incorrect categorizing 
occurred when a Cape Verdean child, a little girl of five years whose 
value system related "white" only to her mother, noticed that one of her 
cousins was also white. To her, this knowledge became a very real 
threat, for her selection process improperly categorized the relation¬ 
ship of the cousin to the mother instead of to the other cousins. As 
a result, the child became distraught because she believed that her 
mother's love for her was not as pure or as strong as that for her cousin 
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Stewart stated that the responses in perception are not to a 
specific stimulus but are to a class of stimuli of which what is per¬ 
ceived is a member (Stewart, 1981). Bruner, Goodnow, and Austin’s 
definition of categorizing supports this theory. "To categorize is to 
render discriminably different things equivalent, to group the objects 
and events and people around us into classes, and to respond to them in 
terms of their class membership rather than their uniqueness" (Bruner, 
Goodnow, & Austin, 1956). It was apparently in effect several years ago 
when a young Cape Verdean girl, vacationing from college, traveled 
through a farming community in Pennsylvania with two of her cousins. It 
was three o'clock in the morning when they entered a diner to have a bite 
to eat. They were made to feel very uncomfortable when the men in a 
booth nearby stared at them continually. Although they wanted to believe 
that the stares were because of the early morning hour, they reluctantly 
concluded that the stares were in response to a class of stimuli which 
they exhibited. This theory of response to a class of stimuli is valid 
only at the time of the initial perception. Experience has demonstrated 
that if effective communication follows, the stimulus of response shifts 
to the individual. 
Cultures view the world differently. The American culture per¬ 
ceives the world analytically through experience, whereas many other 
cultures perceive the world abstractly through ideas and theories. The 
"relational" style of thinking which prevails in non-Western cultures 
includes perception, thinking, the senses, and experience, all as part 
of the whole of existence where they are equal in importance (Northrop, 
1946). Cohen found a "relational" style of thinking in America where 
24 
people had more importance as members of groups than they did as indi¬ 
viduals (Cohen, 1969). "Relational" Chinese thinking frustrates 
Westerners who find it difficult to understand explanations which may 
relate events and objects only by time (Stewart, 1981). The Chinese do 
not analyze their concepts but the meanings are clear because the con¬ 
cepts are so identifiable and powerful even though they are clouded with 
judgment (Granet, 1950). 
Some cultures perceive the "self" as an individual; others perceive 
the "self" only as a part of a group, and identified according to family 
name, occupation, ethnic group, organization, or locale. Such frames of 
reference circumscribe the individual's perception. And the narrower 
the perception of the self is, the narrower the perception of others will 
be (Mead, 1948). 
The Japanese and other Asians perceive of the "self" as "face." 
They are concerned with the preservation of the affiliation with a group 
and relationships within the group (Stewart, 1981). Competition for indi¬ 
vidual recognition is not acceptable because the loser "loses face," the 
"loss of face" causes shame, and the one who causes the "loss of face" 
becomes uneasy and uncomfortable because of what he has done. The desire 
for individual attainment is often still unrecognized as an attractive 
attribute of any importance in the survival of the Japanese society 
(Seward, 1972). 
Cultures that percieve the "self" as an individual would find it 
extremely difficult to communicate effectively and to work with cultures 
that did not consider the "self" as a unit of self-interest. There 
would be no acknowledgment of individual achievement but there would be 
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acknowledgment of the "self" in the form of congeniality in relation¬ 
ships with others. Each "self" would be in conflict with the other's 
value system. 
The Cape Verdean culture is an example of a culture which perceives 
the self as a group. It embodies selflessness and involvement. The 
family shares routine activities, special events, and important 
decision-making. The relationships with one another are based on 
respect, mutual regard, and affection. Any recognition for achievement 
is celebrated as a family's achievement, not as an individual's. If the 
cultural value of the "individual self" attempted to penetrate the Cape 
Verdean value system, it would not be admitted. 
Perception must be recognized as a behavior which is culturally 
determined and which functions beneath awareness. Thus, it is essential 
to realize the disruptive capability that perceptual differences may 
have against the meaningful transmission of messages across cultures. 
Absence of Cultural Awareness 
Fieg advised that by becoming fully aware of a society's cultural 
values, one can establish a solid base for cross-cultural communication 
(Fieg, 1979). Hoopes emphasized the importance of bringing cultural 
assumptions and values to the surface, where they would be accessible 
to everyone. For if these assumptions and values which are responsible 
for everyday behavior are left buried, they will continue to prevent 
effective communication across cultures (Hoopes, 1981). This section 
will look at some of the reasons why there is an absence of cultural 
26 
awareness and why this awareness is important to culture learn¬ 
ing. 
When conflicts arise in interpersonal communications, most people 
are unaware of the fact that culture may be the culprit. The realiza¬ 
tion that cultural factors are in play is important (Pusch, Seelye, & 
Wasilewski, 1981). A young American woman who was attending the Baha'i 
Institute in Mexico told the researcher that when she and her friends 
first arrived, they experienced great difficulty in attempting to commu¬ 
nicate effectively with some of the Mexicans. Unknown to them, an essen¬ 
tial Mexican cultural value was being ignored. However, when this young 
lady removed her sunglasses, the Mexicans became friendly and interested 
in carrying on a conversation with the Americans. The essential missing 
cultural ingredient had been accidentally found--eye contact. 
Hanvey suggested that discrimination on four levels of cross- 
cultural awareness might be as in Table 1. Hanvey pointed out that to 
accept Level III on his chart (analyzing cultural values intellectually 
makes them factual) as the highest level of learning is unwise, and that 
Level IV should be the ultimate goal—that of being inside looking out 
(Hanvey, 1979, p. 53). When one has been immersed in the mind and the 
senses of another culture, one's own behavior becomes more visible and 
the culture-determined behavior of others becomes more clear. 
Once a behavior has been recognized as culture-determined, it must 
be identified with the specific behavioral area of the society to which 
it belongs. Fieg pointed out that the term "individualism," which to 
an American means a positive approach, to a Thai is crude and trouble¬ 
some and causes disharmony in interpersonal relations (Fieg, 1979). 
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TABLE 1 
FOUR LEVELS OF CROSS-CULTURAL AWARENESS 
LEVEL_INFORMATION_MODE INTERPRETATION 
I Awareness of super¬ 
ficial or very 
visible cultural 
traits: stereo¬ 
types 
Tourism, textbooks, 
National Geoqraphic 
Unbelievable, 
i.e., exotic, 
bizarre 
II Awareness of sig¬ 
nificant and sub¬ 
tle cultural 
traits that con¬ 
trast markedly 
with one's own 
Culture conflict 
situations 
Unbelievable 
i.e., frus¬ 
trating, 
irrational 
III Awareness of sig¬ 
nificant and sub¬ 
tle cultural 
traits that con¬ 
trast markedly 
with one's own 
Intellectual analy¬ 
sis 
Believable, 
cognitively 
IV Awareness of how 
another culture 
feels from the 
standpoint of 
of the insider 
Cultural immersion: 
living the culture 
Believable 
because of 
subjective 
familiarity 
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Urch showed how important it is to understand one's own value sys¬ 
tems and to reveal them to others in order to strengthen interpersonal 
relations (Urch, 1983). Since the major portion of a culture is sub¬ 
merged in the unconscious, identifying cultural values is often diffi¬ 
cult and requires that one be introspective and divulge one's own cul¬ 
tural thoughts and behaviors to another if there is to be a successful 
mutual exchange. 
The inner structure of a culture may not be easily understood but 
because the internal and external layers of a vigorous and integrated 
culture are related closely, the in-depth structure may be determined 
through exploration of the outer layer (Walsh, 1979). For example, a 
surface cultural layer such as a governing structure could be studied to 
find out the worth of an in-depth layer such as human dignity. 
People refuse to admit responsibility when communication between 
cultures breaks down. They resist looking inward at their own behavior 
and admitting that much of it is culturally controlled because: 
(1) learning through emotional experiences is contradictory to the 
familiar intellectual approach; (2) controlling behavior from deep 
within is contradictory to the state of being self-governing; and 
(3) identity probing is threatening to human vulnerability (Hoopes, 1981, 
p. 16). Only a willingness to examine one's inner self and a willing¬ 
ness to acknowledge cultural influences for what they are will enable 
true communication. 
Formality is a surface cultural value which is representative of 
the in-depth cultural value of respect, and its presence is vital when 
dealing with a culture that demands it. If one is not aware of its 
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significant worth, successful interaction will be impossible. Although 
knowledge of the accepted standard of address, proper language, manners, 
and the regard in which one is held are all important, an awareness of 
the social interaction structures is essential, for they can reliably 
predict social behavior (Woodward, 1961). The formality of the apology, 
which is a ritualistic structure of the Japanese related to their 
in-depth cultural value of respect, may not be heartfelt but it is 
theatrically presented in that way because it is this emotional display 
that mitigates the offended (Seward, 1972). On the other hand, the 
American cultural value of equality in social relationships may cause a 
disruption of intercultural communications with a people whose culture 
employs hierarchic social structures (Stewart, 1981). 
Hall calls one area of cultural unawareness "informal space" (Hall, 
1969, p. 111). He theorized that the use of senses to measure space 
when interacting with others is as innate in man's animals' behavior as 
is territoriality. 
Awareness that culture has a direct influence over one's thinking 
and behavior is a necessary prerequisite to culture learning. People 
who have never made the effort to cross-cultural barriers, perhaps 
because of lack of interest or lack of opportunity, will never experi¬ 
ence the magic of seeing their own cultural reflections clearly or those 
of other cultures. 
Inability to Accept Cultural 
Differences 
"It is the ability to appreciate cultural differences that moves us 
along the culture-learning continuum. Differences therefore constitute 
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both the essence of cross-cultural and the medium of intercultural com¬ 
munication" (Hoopes, 1981, p. 33). To introduce this part, the 
researcher refers to the four categories of cultural differences sug¬ 
gested by Hoopes (1981, p. 33) and presents some examples: 
1. Cultural Assumptions and Values: The conception by one culture 
that the nature of another is physical, when in reality it is spiritual, 
will cause the first to misunderstand incoming messages. An attempt to 
adapt what is happening to its own value structures will be in vain and 
will cause a misreading. 
2. Patterns of Thinking: The drawing of inferences or conclusions, 
e.g., by a culture whose thinking is based on inductive reasoning, as 
opposed to a culture whose thinking is based on deductive reasoning, can 
cause conflict. One questions the validity of an abstract process 
replacing a method whose facts can be verified or disproved (Stewart, 
1981), while the other cannot understand how faith and logic can be 
pushed aside and be replaced by operational pragmatism. 
3. Behaviors Based on Custom: This type of behavior establishes 
how one conducts oneself in relationship with others, and how one per¬ 
ceives the future, the present, and the past. When one culture that 
considers position in relation to others, faithfulness, and a chance 
placement as a result of birth worthy of preferential rating confronts 
another culture that gives individual striving and achievement of a goal 
top priority, the resultant behaviors may provoke discomfort and frus¬ 
tration. 
4. Style of Communication: Tone of voice, degree of loudness, 
rapidity or slowness of speech, body movement, bodily contact, and spatial 
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distance between communicators as well as all the cultural factors which 
underlie what is being said and how it is being said contribute to con¬ 
fusion and mistrust if not understood to be natural and not foreign. 
Some reasons why people of one culture are unable to accept dif¬ 
ferences from another culture are: 
1. If they do not properly identify cultural differences as such 
and acknowledge the significant role that they play in that culture, 
there can be no understanding or appreciation of those particular dif¬ 
ferences and therefore no cross-cultural growth. 
2. If the listener is not adept, comprehension of cultural dif¬ 
ferences will be impossible. Hoopes noted that "in intercultural, 
skillful listening to the verbal and nonverbal messages without filter¬ 
ing them through our own system of values and expectations is an impera¬ 
tive" (Hoopes, 1981, p. 34). Not only must the filtering be stopped, 
but the "self" must be abandoned, and the all-important human sonar 
system must concentrate on the other voice. Patience must reign; 
judgments must be withheld until all has been said; and the pursuit of 
meaning must preempt words. The true listener "works with his ears, 
his eyes, his whole being" (Nichols & Stevens, 1957, p. 62). 
3. If one fails to take the risk of inquiry, what may have been 
initially easy to explain may become a tangled mass of misinformation 
from which no effective communication can emerge. 
4. If cultures, which are now more accessible to one another 
because of the advance of technology, continue to flex their old ethno¬ 
centric muscles defensively, the opportunity to improve the quality 
of life among cultures will never be realized. 
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5. If norms of a culture are not consistent with the behavior 
which is related to them, the inconsistency will breed uncertainty in 
the minds of other cultures. Stewart used "self-reliance" as an example 
of a cultural norm in America which reflects a behavior which is not 
consistent with its title. If another culture notes the government con¬ 
trolled system of security and the borrowing and credit charging prac¬ 
tices which seem to be contradictory to the cultural norm of "self- 
reliance," there will be doubt as to the credibility of other cultural 
norms. However, Stewart did point out that a cultural norm can be con¬ 
sistent with cultural behavior when it is identified with an explicit 
situation, i.e., the cultural norm of advancement when it is related to 
technology (Stewart, 1981). 
6. If people of a high-context culture and people of a low-context 
culture attempt to communicate and they are not cognizant of their con¬ 
textual differences, they will have great difficulty. The high-context 
member emphasizes nonverbal messages of behavior and conditions, whereas 
the low-context member places more importance on verbal messages. Thus, 
the low-context member is more handicapped in a mixed contextual inter¬ 
action than the high-context member. For example, if a Japanese busi¬ 
nessman is concerned that an expected date of delivery of computers is 
unrealistic, he will take a circuitous route and not make a direct 
reference to this important point because "a high-context individual 
will expect his interlocutor to know what's bothering him, so that he 
doesn't have to be specific" (Hall, 1981, p. 113). Since the other 
party, who is an American businessman, is a member of a low-context 
culture, he will only be confused and frustrated when the meeting is 
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concluded with no positive results. He is listening only to the verbal 
communication and is totally unaware of the presence and the importance 
of the nonverbal, to which he cannot react. 
The ability not only to accept but to appreciate cultural dif¬ 
ferences has been stressed in literature as a unique force which propels 
cultural learning. Unfortunately, this ability is not as intrinsic to 
any culture or to its members as are cultural differences. Therefore, 
recognition of its importance must be learned, together with the 
realization that all cultures need to welcome and value the differences 
of others. 
Summary 
A culture can be likened to a reflecting pool in which it can see 
itself and other cultures clearly but only if certain requirements are 
met. One is that the clarity of this pool be free of all distortions. 
If not acknowledged as such, perceptual differences can distort that 
reflection and can cause cultural conflicts. Another is that this 
reflection must include cultural awareness, whose absence can cause 
cultural conflicts. And yet another is that this reflection must 
mirror the ability to accept and appreciate cultural differences, for 
the inability to do this can cause cultural conflicts and halt the 
progress of culture learning itself. 
In this study, the researcher has introduced and explored three 
major theories of causes of conflict in intercultural communication which 
are culture-determined. The next section of this investigation will 
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reveal some examples of cross-cultural conflicts that occurred when mem¬ 
bers of the Cape Verdean culture attempted to break through cultural 
barriers. But first, in order to provide a better understanding of the 
Cape Verdean culture, the section will present some background informa¬ 
tion regarding the country's geography, history, population, emigration, 
cultural identity, independence, and national reconstruction. 
CHAPTER III 
SOME EXAMPLES OF CROSS-CULTURAL CONFLICTS EXPERIENCED 
BY MEMBERS OF A SPECIFIC CULTURE 
This chapter continues to investigate the three major cultural 
theories which cause conflicts in intercultural relations, by describing 
some examples of cross-cultural conflicts experienced by members of a 
specific culture: that of the Cape Verdean people. In order to compre¬ 
hend and appreciate their culture, some essential background knowledge 
will be presented as an introduction. 
Geography 
The Cape Verde Islands consist of 10 large islands: Santo Antao, 
Sao Vicente, Santa Luzia, Sao Nicolau, Sal, Boa Vista, Maio, Santiago, 
Fogo, and Brava, and eight smaller islands of volcanic origin, totalling 
4,033 square kilometers in area. The climate is like that of a desert, 
except that the islands' temperature is somewhat lower and more humid. 
The insignificant rainfall of the last 16 years has caused drought con¬ 
ditions similar to those of the past. When the researcher visited 
the islands of Santiago, Sal, Boa Vista, and Sao Vicente during the 
summer of 1984 (where she lived with native families), the devastating 
results of erosion and the feeble attempts to prevent it were painfully 
obvious. 
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History 
The discovery of the Cape Verde Islands is still somewhat of a 
mystery. Alvise da Ca Da Mosto, a Venetian mariner in the employ of 
Prince Henry of Portugal, discovered the islands in 1456 (Encyclopedia 
Funk & Wagnalls, 1968). But a Cape Verde historian and former director 
of finances, Felix Monteiro (1979), and a teacher and co-director of a 
research project on immigrant women workers, Deirdre Meintel (1984), 
have attributed the discovery of the islands to Antonio da Noli, a 
Genoese navigator, in 1455. 
The island of Santiago was settled first from 1461 to 1462; Fogo 
was settled shortly thereafter. The islands of Maio and Boa Vista fol¬ 
lowed a few years later. Santo Antao, Sao Nicolau, and Brava were 
colonized around 1550, and the other islands were occupied by the late 
1700s (Monteiro, 1979). 
Since a sufficient number of the Portuguese people were not enticed 
by the concessions offered to them by the Crown to inhabit the islands, 
it was necessary to establish slave colonies to provide the manpower 
for the development of agriculture and raising of cattle. The slaves 
were brought from the slave-trading ports of West Africa, which extended 
from northern Senegal to Sierra Leone. They were assigned to estate 
owners with no consideration as to their ethnicity, and their cultural 
identities were weakened somewhat because of cohabitation among them¬ 
selves and whites. 
The Portuguese Crown tightened the privileges that it had bestowed 
on the Cape Verdeans when the slave trade became lucrative with the 
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discovery of the Americas. The ever-increasing population, together with 
the disintegration of the soil caused by the highly concentrated cultiva¬ 
tion of maize, scanty rainfall, and erosion, brought about an economic 
recession. Many Cape Verdeans fell victim to a famine in 1583, and to 
add to their troubles, pirates frequently attacked the islands. In 1585, 
Santiago was visited by the infamous Francis Drake who sacked and totally 
destroyed by fire what is now the city of Praia (Monteiro, 1979). 
During the Portuguese maritime expansion in the seventeenth century, 
the islands became important crossroads for ships, where slaves were 
exchanged and where animals, plants, and some products underwent tests 
before being distributed to Brazil, Angola, the Far East, and the New 
World (Teixeira et al., 1980). But later, during the eighteenth century, 
the Crown's control of income, inefficient administration, depleted 
trade, and general indifference brought the economy of the islands to 
its knees. 
Population 
The population of the islands was periodically depleted by droughts 
but repeatedly regained its strength soon afterwards. Table 2 is 
presented because it reveals the story of the growth and development of 
the Cape Verdean people and portrays the famines which decimated their 
population. 
"Social advancement in the past more or less depended on the 
degree of whiteness. . . The percentages of whites, mixed blood, 
and Blacks in the second, third, and fourth decades of the 1900s were 
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TABLE 2 
POPULATION STATISTICS 
1513 
1550 
1730 
1810 
1870 
1900 
1905 
1919 
1929 
1949 
1950 
1960 
1970 
130 whites and 32 Blacks (earliest estimates) 162 
2,708 (whites, half-breeds, and freed slaves); 15 708 
13,700 slaves 
(next available records) 38,000 
(terrible famine from 1748-1750 and from 1773-1775) 
(1903-1904: 14,486 deaths from famine) 
(1919-1929: 18,923 deaths from famine) 
(1941-1943: 24,463 deaths from famine) 
(1947-1948: 20,863 deaths from famine) 
51,480 
76,003 
147,424 
134,193 
159,907 
153,738 
139,171 
148,331 
201,549 
272,072 
SOURCE' Silva Teixeira, Grandvau Barbosa, Orlando Ribeiro, 
Antonio Carreira, and Dulce Duarte, Cape Verde Islands, 1980, p. xix. 
Imprime sur les Presses des Editions Delroisse 107-109, rue de Paris 
92100 Boulogne - France. 
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respectively, 3.1, 63.9, and 32.8. Then the mixed blood percentage rose 
to 71.8, while the Blacks declined to 24 as the population increased to 
201,549 in 1960 (Monteiro, 1979, p. 31). 
Emigration 
As early as the beginning of the eighteenth century, when the Cape 
Verde Islands were bled dry as the result of periodic droughts and 
colonial exploitation, many of the men sought work aboard ships and in 
other countries. Some were recruited by American sailing vessels. Some 
of the people settled in the Antilles, in Sao Tome and Principe, in 
Senegal, in Europe, and in America throughout the nineteenth century. 
Some came to Cape Cod, where they found work in the cranberry bogs; some 
went to the South and worked on the cotton plantations; some came to 
New Bedford and found work in the textile mills and some joined the 
fishing fleets; some became stokers with the railroads; and some went 
West to seek gold. But when the United States limited immigration, many 
of the Cape Verdeans emigrated to Europe. 
During the nineteenth century and the beginning of the twentieth, 
many Cape Verdeans returned to their country from America because of 
discriminatory policies against Blacks (Teixeira et al., 1980). Later, 
especially from the 1950s on, large numbers of Cape Verdeans did emi¬ 
grate to the United States, Portugal, the Netherlands, Italy, and other 
European countries in order to support their families on the islands. 
In the beginning of the 1960s, some women also began emigrating to 
European countries as domestics (Teixeira et al., 1980). 
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Cultural Identity 
The societal grouping on the islands is as follows: 
A bourgeois class, numerically insignificant, perhaps 1 or 
2 percent of the total population; an intermediate stratum, 
which can be termed 'petit bourgeois’ or tending to become 
so (this is slightly more numerous than the first, and is 
estimated as between 3 and 4 percent of the total popula¬ 
tion); the vast mass of rural workers and others, that is, 
the actual people themselves, who make up perhaps 90 to 95 
percent of the population. (Monteiro, 1979, p. 32) 
The Portuguese together with other Europeans did contribute to the 
Cape Verdean bloodline, but it was the natives of the West African Coast 
whose contribution was the most significant. Even their language was 
adopted by the Cape Verdeans and has become the most permanent and con¬ 
tinuous indicator of their cultural identity. However, Portuguese is 
still the language taught in their schools and the only printed 
language. Felix Monteiro advocated that since Portuguese is interna¬ 
tionally known, it is wiser to leave the printed word of the Cape 
Verdeans in that language (Monteiro, 1984). But many of the Cape 
Verdeans on the islands disagreed and believed that the Crioulo 
language should be taught in the schools and, further, that all Cape 
Verdean printed material should be changed from Portuguese to Crioulo. 
Joao Pires and John P. Hutchinson have published the Pi sionariu 
Prel iminariu Kriolu in 1983 to help promote the use of Crioulo in educa¬ 
tion on the islands and in America. 
Even though Catholicism is the more visible religion on the islands, 
vestiges of African religious rituals and practices are alive and well 
but are carried on clandestinely. The acculturation of the cultures 
which formed the Cape Verdean identity occurred because of the closeness 
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of the members of the different cultures and the dependency on one 
another for survival and growth. 
Independence 
After centuries of colonial domination and the realization that the 
problems of poverty and human rights, among others, could only be solved 
if the country were free, the people united behind Amilcar Cabral, who 
founded the African Party for the Independence of Guinea and Cape Verde 
(P.A.I.G.C.) at Bissau on September 19, 1956. Their revolution against 
the Portuguese colonial empire met with success, and the P.A.I.G.C. 
became recognized by the Organization for African Unity and the United 
Nations. 
On December 19, 1974, the transitional government of the State of 
Cape Verde was formed, and preparations were made for elections to the 
People's National Assembly, which announced Cape Verde's Independence 
on July 5, 1975. Aristides Maria Pereira was elected President and 
Pedro Verona Rodrigues Pires was elected Prime Minister; the country was 
politically free but remained economically impoverished. The quantity 
of goods imported far outnumbered the goods exported; unemployed 
workers far outnumbered the employed; domestic consumption far out¬ 
matched domestic production; and young people under the age of 20 far 
outnumbered the adults because so many had emigrated during colonial 
rule (Teixeira et al., 1980). 
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National Reconstruction 
A program of reconstruction closed public works projects of the 
former Labor Front and transferred workers to projects to preserve the 
soil and prevent starvation. Some of the projects included the construc¬ 
tion of dikes, the planting of trees, the drilling of wells, and the 
terracing of land. Contributions came from specialized agencies of the 
United Nations, multilateral organizations, and benevolent countries 
to help Cape Verde effectively combat the disabling forces of colonial 
rule, droughts, and desert infringement. 
The National Development Fund was established to assure that 
foreign aid was handled expeditiously. Contributed foodstuffs were sold 
in stores and the profits were used to fund projects that would free the 
Cape Verdeans from their dependence for survival on others. This fund 
was also used to benefit those who found it necessary to rely on others 
for support (Teixeira et al., 1980). 
The Cape Verde Islands 
As They Are Today 
Because of foreign grain, there are no longer famines but malnutri¬ 
tion is a major problem, and the struggle for survival continues. The 
present lengthy drought has brought increased sorrow. The women work 
the drought-cracked fields alone; their husbands, brothers, or cousins 
have been forced to emigrate to other countries to find work so that 
they can earn money to send back to their families. The sorrow of the 
islands is expressed in "mornas," their ballads, whose lyrics relate 
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the sadness of the departure of loved ones, the humiliation of the men 
who are idle, the failing of crops, and the helplessness of watching the 
rain fall off shore but not on Cape Verdean soil. Even the tough acacia 
trees have begun to wither. The horrific physical and psychological 
effects of the drought permeate the lives of 80 percent of the people 
who obtain their livelihood from the soil. 
Twelve hundred Cape Verdean young men come to the United States each 
year from the islands. In fact, there are now almost as many Cape 
Verdeans in Massachusetts, Rhode Island, and Connecticut as there are on 
the islands. Many of those who are left behind dream of America and 
dream of the rain which would make the islands lush and green and true to 
its name. Cape Verde. 
Money and technical "know-how," mainly from the Netherlands, Sweden, 
the United States, and Germany, and to a lesser extent from China and the 
Soviet Union, have been responsible for the construction of schools in 
remote villages; agricultural projects directed towards the conservation 
of water, irrigation of the soil, and prevention of erosion; construc¬ 
tion of a major shop repair yard in Mindelo, and health clinics in 
rural areas. But 90 percent of the islands' food must still be imported. 
They have neither industry nor natural resources. The little water 
that exists must often be carried long distances in jugs on women's heads 
or by donkeys. Corn on the most populated island of Santiago is fit 
only for goats and fuel. Eight thousand acres out of 96,319 arable acres 
are irrigated and produce bananas, coconuts, sugar cane, and mangoes. 
The people subsist on beans and rice (The Boston Globe, 1983, 
p. 2). 
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In the past, children were schooled only as far as the fourth 
grade. But recently more are now in school as far as the sixth grade. 
There are only two high schools on the islands, one in Mindelo on 
Sa° Vicente and one in the capital city of Praia on Santiago. It was 
evident that there is a great need for up-to-date equipment to facili¬ 
tate and to increase the scope of learning of the students. Although 
both English and French are taught at the high school level, most stu¬ 
dents seemed to be able to communicate better in French than they could 
in English. Some of the students who came from outlying areas have to 
live with relatives or family friends in order to attend schools, 
especially the high schools. Those who have greater ability than others 
are encouraged to go further and are awarded scholarships from the 
government to attend various overseas institutions. 
On the tenth anniversary of independence from Portugal, 
President Aristides Pereira addressed the Popular National Assembly and 
pointed out that, although the major problems of drought, hunger, and 
illiteracy are still with the Cape Verdean people, great progress has 
been made under programs of free education and health care. Table 3 is 
a comparison of population figures for 1975 and 1985 in these areas. 
Now that the elements which have contributed to the origin and 
formation of the Cape Verdean culture have been presented in some detail 
under the subtitles of Geography, History, Population, Emigration, 
Cultural Identity, Independence, National Reconstruction, and The 
Cape Verde Islands As They Are Today, an avenue has been paved which 
will facilitate an intelligible and more sensitive understanding of the 
Cape Verdean people. But before introducing the interviewees and the 
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TABLE 3 
POPULATION OF 300,000 
1975 1985 
13.0 Doctors 104.0 
1,000.0 Teachers in the national school system 2,115.0 
46.0 Years of life expectancy 66.1 
108.6 Infant mortality rate per 1,000 live births 71.6 
SOURCE: "Cape Verdeans Show Their Pride in 10th Anniversary 
Bash." The Standard Times (New Bedford, MA), 6 July 1985, p. 2. 
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cross-cultural conflicts which they experienced when they attempted to 
penetrate another culture, a brief look into the groundwork which had to 
be laid previous to the actual interviewing, and the methodology used, 
might be judicious. 
Interview Preparation and Procedure 
First, in order to eliminate the suspicion, hostility, and indif¬ 
ference of respondents, it was necessary to be welcomed into the 
Cape Verdean community as an interviewer. The door was opened for the 
researcher by a Cape Verdean who was a former faculty member at Cape Cod 
Community College and who is a highly respected lawyer in the community. 
Charles introduced the researcher to Eugenia, one of the most influential 
and active members of the Cape Verdean community. But first, he enthu¬ 
siastically volunteered to become a participant in the study himself. 
He also suggested that the researcher contact Dana, who was the Financial 
Aid Director at Cape Cod Community College and is now Dean of Academic 
Affairs at Mount Wachusett Community College. The Cape Cod Room 
reference librarian, Charlotte, introduced the researcher to Tony, who 
is a successful produce farmer, and his wife, Marina. Dana introduced 
the researcher to Kathleen who was Coordinator of the Access Program at 
Cape Cod Community College and is now a social worker at the Nathaniel 
Wixon Middle School. Ann was not introduced but became a participant 
after meeting at the Xerox machine when she showed great interest in 
some newspaper articles of Cape Verde that the researcher was copying. 
Second, in order to create an atmosphere of cooperation and 
accuracy, the procedure used in conducting the interviews had to be 
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carefully prepared. Each interviewee was informed of the need of people 
of all cultures to understand one another if humanity is to survive and 
how important the relating of the conflicts that they have encountered 
when crossing cultural boundaries could be to others. They were then 
asked to go back in time and try to remember any conflicts that took 
place during their preschool years, elementary, middle school, high 
school, college years, work years, military years, and any that they 
experienced in travel, in organizations, in family relationships, and 
during social activities. 
From time to time, the interviewees were questioned as to their 
backgrounds when it became necessary to understand certain segments of 
the conflicts that were being presented. They also often contributed 
information of this type voluntarily. 
The lengths of the interviews varied with the interviewees. How¬ 
ever, all interviews were usually halted before completion and return 
visits were requested. This procedure gave the interviewees time to 
think over what they had talked about and perhaps bring to mind events 
previously forgotten. 
The places of the interviews differed considerably among the 
interviewees because they selected an environment where they would be 
most at ease. Tony was comfortable at his produce stand; Marina was 
comfortable in her kitchen and at her dining room table with a cup of 
coffee in hand; Ann, a student, was apparently comfortable and relaxed 
in the researcher's office; Eugenia, who is very proud of her garden, 
was comfortable there and later moved into the house and into her 
living room to continue; Dana was at ease in his office; Kathleen, who 
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is a working mother, was comfortable being interviewed in her office; 
Charles felt that it would be better to be interviewed at his home, where 
he thought there would be fewer interruptions. However, after the first 
interview in his home at the kitchen table while he looked after two 
little boys, he decided that the office would be a better choice. 
The use of open-ended questions and the sincere desire of the 
interviewees to contribute meaningful information resulted in thorough 
and truthful answers even to menacing questions. The semi-structured 
level of interviewing allowed latitude to probe without appearing to 
cross-examine, while different types of questions were used according to 
the character of the interviewees. The researcher's ability to take 
shorthand made it possible to take notes unobtrusively, so that the 
interviewees were not interrupted from their train of thought. Because 
a conversational atmosphere existed, the respondents became more unin¬ 
hibited in their responses as the interviews progressed, and even sensi¬ 
tive information was sometimes released and discussed openly. 
Having considered in some detail the preparation and procedure 
involved in the process of interviewing, it is now appropriate to intro¬ 
duce the interviewees and present some examples of cross-cultural con¬ 
flicts experienced by them when they attempted to break through cultural 
barriers. 
Presentation of the Interviewees and the 
Categorized Interview Material 
There are seven Cape Verdeans involved in this study. Both sexes 
are represented, as well as a variation of ages ranging from 20 to 78. 
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A brief penetration into the origins of the interviewees will be 
presented under the category entitled Background, and the following 
categories will be presented under the titles Preschool, Elementary/ 
Middle School, High School, College, Work, Military Service, Travel, 
Organizations, and Social. The interviewees will be presented in the 
order in which they were introduced. 
Background 
Charles is 36 years old. His parents and great-grandparents are 
Cape Verdean. Charles' great-grandparents brought up his mother. 
Eugenia is 72 years old. She was born on the island of Brava. Her 
mother's skin coloring was white and her father's skin coloring was dark. 
A family photo of several generations revealed a range of coloring from 
white to very dark. 
Dana is 38 years old. His parents are Cape Verdean. He was brought 
up in Onset surrounded by Cape Verdean families. 
Tony is 78 years old. He was born on the island of Fogo. 
Marina is in her early 60s. She was born in Taunton, of Cape 
Verdean parents who were born on the island of Brava. 
Kathleen is 32 years old. Her parents are Cape Verdean. She lived 
her early years on Cape Cod, in an insulated world of family members, of 
whom there were many. 
Ann is 20 years old. Her mother is Cape Verdean; her father is 
Jewish, but he never admitted to this fact because he wanted to be con¬ 
sidered Cape Verdean. Ann was born in Boston and lived in Stoughton 
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during her early years. Her family tree is about equal-European white 
and African Black. 
Preschool 
The Cape Verdean language was spoken in the home of Charles' great- 
grandparents; it was through this exposure to the native tongue that he 
learned the language. Charles was very fond of his great-grandfather. 
In fact, his identity came from his great-grandparents. They told him, 
"We are all Portuguese, no matter what color our skin. There is no 
room for anything Black at all. Blacks aren't people!" 
Marina was surrounded by her family and Cape Verdean people during 
her early years. 
When Kathleen was two and one-half years old, she was returning from 
Hyannis with her mother and her grandparents after visiting a beauty 
salon when she realized that she existed within something else. There 
was something bigger out there. Kathleen and her mother went into a 
Liggett's drug store when she was about four or five in Hyannis. A 
waitress refused to wait on them. Kathleen's mother, who usually is very 
quiet and calm, told the waitress off in so many words. She and Kathleen 
left. This confrontation made it quite clear to Kathleen that the 
waitress did not want to wait on them because they were Black. 
When Ann was about five years old, she noticed that her mother was 
white and that one of her cousins was white. She felt that there was a 
special relationship between them that made them different from the 
other members of the family. Her mother assured her that there was no 
special relationship between her and Ann's cousin. Ann is a golden 
shade. Ann played with whites and Blacks and was not cognizant of any 
difference. She had no realization of her own identity. 
Elementary/Middle School 
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During Charles' early school years, he strove to be more like 
whites. He found a niche—a middle ground. In Onset, there were only 
whites and Cape Verdeans in attendance at his school, but no Blacks. 
The darker-skinned Cape Verdeans were treated like Blacks by lighter¬ 
skinned Cape Verdeans and the whites. 
During the fifth-grade year, Charles became aggressive when he 
sensed that the teacher had more concern for whites than for the browns. 
He was determined to do all that he could to compete. There was a spell¬ 
ing contest in which everyone was eliminated except Charles on one side 
and four whites on the other. The battle went on for a long time, and 
finally Charles spelled a word without capitalizing it. He felt bad, 
but he had proven to the teacher that he was well worth the attention 
which she gave to him after this episode. 
In seventh grade, Charles and two other Cape Verdeans were in the 
so-called elite section; all the rest of the students were placed in 
lower sections or in the special class. These three students began to 
realize that they were the only ones out of 100 who were in this section. 
At this point, Charles was very determined to compete with the white 
students. 
When Charles graduated from the seventh grade to the eighth, it 
became less important to compete academically because of his desire to 
be all-male. The macho influence took over, and it was now more 
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important to impress the girls with athletic prowess. He kept his 
studies up to a satisfactory level at the same time. During this period, 
Charles was aware of an inner conflict. He began to realize that he 
would never become a superathlete and, therefore, the wisest thing to 
do was to stress academics. He continued to play football and kept up 
his studies as wel1. 
Between the eighth and ninth grades, Charles was recognized as a 
leader. He spoke well and was considered smart by his peers. Light 
colored, he was nominated to be class president against a white candi¬ 
date, and the white candidate's sister was also put up for nomination. 
Charles quickly realized that if the Blacks voted as a block, they would 
win the election because the white vote would be split. He won. The 
following year, the same brother and sister ran for the presidency and 
vice presidency to beat Charles. 
Eugenia came to New Bedford on a three-masted schooner in 
November of 1920, when she was 10 years old. At first, she was placed 
in the first grade because she could neither understand, read, nor 
write the English language. Because the Azorian teachers did not want 
to admit that they spoke Crioulu, they offered no help to the Cape 
Verdean students. Because she was much larger in size and much older, 
Eugenia felt very uncomfortable. She fainted one day when she could not 
understand the English word on the blackboard that the teacher was 
pointing to. Terribly upset and frustrated, she hated the entire class¬ 
room scene. As a result of her fainting, the teacher felt compassion 
for this young student, spoke to her very softly, and told her that she 
could learn the English language if she really wanted to. From that 
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moment on, Eugenia was determined to learn to understand, speak, and 
write the English language. It was not long after that that she was 
moved to the fifth grade, where she belonged. 
From the first grade until the seventh, Dana had negative feelings 
and did not want to go to school. 
When Tony was 10 years old, he was taught by Portuguese teachers, 
who did not seem to care. As a result, he had little desire to learn. 
His teachers were not happy with their jobs because they were not being 
paid or they were being paid very little. The classes were large. Tony 
went only as far as the fourth grade. 
When Marina lived in Boston, during the time that she was in the 
fourth, fifth, and sixth grades, conflicts arose between her and 
Italian children who threw snowballs at her. She reacted by fighting 
back and standing up for her rights, over and over again. Finally, 
after a long time, she was accepted as one of them. These conflicts 
occurred in or near the school when there were groups of children 
involved. When she was invited to Italian homes to have a meal and 
play, there were no conflicts. She noted the spicy Italian food that 
she did not care for. Marina remembers that the most powerful confronta¬ 
tions were between the Italian children and Irish children. Marina 
remembers a French-Canadian family who lived in her neighborhood and 
felt superior to everyone else. She could never figure out what it was 
that they had to feel superior about. 
Kathleen became very aware of different worlds when she enrolled in 
a Catholic kindergarten. There were five Cape Verdean children in the 
kindergarten. They wanted to sit together during meals. She and the 
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other four were aware then that there were whites and colored children 
and that there was a difference. It was during class work that this 
difference was noted. During playtime, the differences were non¬ 
existent. 
Kathleen was regarded as an achiever in the first grade and was 
made an example by her teachers. She knew that she was being used, but 
she realized that it was to her advantage to accept this status and 
utilize it to the fullest. 
When Kathleen invited a white friend to her home, she was welcomed. 
However, when Kathleen went to the home of a white friend, she was 
called a "nigger." The mother of her friend decided that Kathleen could 
not be invited to their home again. This happening terminated all cross- 
cultural visits. When white parents gave her rides to and from skating, 
she felt like an oddity. 
Kathleen was aware that her diet was different from that of her 
white friends. 
When Kathleen was seven, eight, and nine years old, her mother 
worked as a domestic and took Kathleen with her. Kathleen noted that 
the homes and interiors were different from hers. When she recognized 
her friends at some of these homes, she was very uncomfortable and 
embarrassed. She became aware of all that they had in the way of 
material goods and, in comparison, all that she did not have. 
When an advisor at school was delivering the children to their 
homes after an athletic event, Kathleen almost directed her to the wrong 
house to avoid the shame of being left off at her home, modest in con¬ 
trast to the other children's homes. 
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Ann was seven years old when she began to identify the Portuguese 
people as her own and Portugal as her country. She did not realize 
that she was Cape Verdean. She considered herself to be Black because 
whenever she dealt with other cultures, she was treated by them as 
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being Black. When Ann was at the seventh-grade level, she began to 
identify her background as Cape Verdean. She regrets not having been 
taught the Cape Verdean language. 
High School 
From the ninth through the twelfth grades, Charles (and others con¬ 
sidered to be Black) dated white girls but in secrecy. They understood 
their place. They were not equal, for they knew that they could not 
marry white girls. This awareness seemed to have presented itself when 
the Blacks observed that upper classmen were not able to date white 
girls openly. They felt like second-class citizens. 
The captain of the basketball team, who was God's gift to women-- 
blond hair, fair, and with green eyes--was also a Cape Verdean. He 
dated a white girl who was a junior. When he broke up with her and 
began dating a Cape Verdean girl, the beautiful white girl's eyes turned 
to Charles. He felt that she was out of reach. After all, she had been 
the captain's girl; she was white and just too awesomely beautiful. 
Charles felt inferior in some situations, and this was one of them, but 
he remained highly competitive in others. 
Charles felt immune to the Black Movement that was making headlines. 
According to Charles, a naivete existed on Cape Cod. He was having a 
problem with the guidance counselor who wrote letters home to his parents 
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during his senior year to inform them that Charles was extremely lazy 
and that he was capable of doing much more than he was doing. Charles 
still holds that guidance counselor responsible for placing Cape Verdean 
students into shop studies instead of academic studies. 
Eugenia moved to Harwich when she was about 13 years old. The 
parents of white children did not want their children to mix with the 
Black children; the Black children were bussed to West Harwich. This 
incident bothered Eugenia a great deal. 
Dana felt more comfortable when he entered a regional school, where 
he was placed in the vocational program at the Wareham High School. There 
were only three Cape Verdeans in the college course; all the rest were in 
vocational training. All through the grades, teachers and guidance coun¬ 
selors made it quite clear that the Cape Verdean children were not mate¬ 
rial for college and that they were incapable of going very far in this 
world. Most of the teachers and guidance counselors seemed friendly and 
concerned but did not encourage the Cape Verdeans to prepare for college. 
When Tony was 16 years old, he transported clothing and food to 
various Cape Verdean islands. There were conflicts between him and some 
of the islanders who felt superior to him. Tony shrugged these incidents 
off as unimportant. He needed a job, and the distribution of clothing 
and food was essential to the islanders. 
Marina does not remember any conflicts during her middle school 
years and high school years in Providence. 
In high school, Kathleen was elected president of her class. She 
remembers hearing a remark to the effect that she was elected because 
there were so many "coons" in the school. 
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The principal called Kathleen into his office one day and asked 
her if she thought that there was any prejudice in the school. 
Kathleen told him that she did not know. Another time, the principal 
tried to get to another student through her. He wanted Kathleen to 
use her contacts to get some information on this student and relay it 
to him. Kathleen knew what he wanted but did not reveal anything to 
him. The subtle tension during her high school years intensified. 
There was no cross-cultural dating. Kathleen's friend was voted home¬ 
coming queen, but there were strong feelings in the community about her 
being elected. 
Kathleen feels that the school system and teachers are very racist. 
She resents the fact that 5 out of 33 Cape Verdean students were treated 
well and that the other 28 were placed in the vocational department. 
She feels quite strongly that the Cape is particularly racist and 
sexist. 
At the Barnstable High School, Ann and most of the Cape Verdean 
students were placed in the Alternative Learner Accredited Program. 
Learning a lot because she applied herself diligently, she was trans¬ 
ferred after two years to the regular high school curriculum and com¬ 
pleted her junior and senior years in a year and one-half. 
When Ann was at Barnstable High School, there was an incident that 
caused a great deal of stress in her young life. There was an argument 
over a drug deal between a white boy and a Black boy. This argument 
became racist in nature, and there was a stabbing. Ann became terribly 
afraid after this violent act, because it caused people to take 
sides. 
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After the stabbing incident, Ann became self-conscious about color. 
In the cafeteria, the whites sat on one side and the Blacks sat on the 
other, and Ann felt more comfortable with the whites. The Blacks 
believed that, because of their lighter color, the Cape Verdeans con¬ 
sidered themselves better than the Blacks. In fact, Ann was often 
referred to as "high yellow" even by her own cousins, who did not mean 
any harm; nevertheless, there was an underlying feeling that she felt 
that she was better than they. So she was self-conscious about being 
with Blacks, who thought she was a snob. 
Ann went with the football captain who was Black and was accepted 
in the football players' group because of his status. That is, she was 
accepted by the other Blacks. On the other hand, the whites were never 
any problem to Ann. 
When Ann was 17, two cousins appeared who had just arrived from 
Cape Verde. Apparently, Ann's grandfather had already started a family 
before he came to America and met and married Ann's grandmother. All 
but the grandmother welcomed the cousins with open arms. Ann's grand¬ 
mother never entered into the festivities. This event caused Ann to be 
concerned about her being welcomed if she should visit Cape Verde. 
A high school guidance counselor almost convinced Ann that she was 
incapable of attending elite colleges and that she should apply only to 
inferior colleges. Fortunately, Ann was not convinced and applied 
successfully to Emmanuel College in Boston. 
College 
Charles decided to get out of his surroundings one year after 
graduating from high school. He enrolled in the Hartford Airline 
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Personnel School in Hartford, Connecticut. He had always wanted to 
become a pilot and he thought that this was a step in the right direction 
He moved to Hartford, away from the protection of his home and his family 
The lady who ran the rooming house put the three Blacks at his rooming 
house together and put Charles with the whites. But Charles developed 
a friendship with the Blacks because he liked them better than the white 
roommates to whom he had been assigned. A short while later, he moved 
in with the Blacks. The white lady who owned the rooming house took 
immediate steps, moving the four of them out of the house and putting 
them over the garage because of Charles' decision to live with the 
Blacks. This new friendship with the Blacks had a distinct effect on 
Charles, for soon he began dating a lovely dark-skinned Cape Verdean 
girl back home. As a result, his mother became very upset. He finally 
told his mother that the so-called favorites of his mother were actually 
"pigs" and that this girl was of high moral character. His mother 
allowed Charles to continue to bring her home, but it was uncomforta¬ 
ble. 
During that year in Connecticut, Charles dated Black girls and 
lots of white girls. He liked the school very much and graduated with 
honors at the head of his class in June of 1966. His family allowed 
Charles to bring his Black friends home on weekends, and everyone liked 
the Blacks. 
The airlines were on strike the year Charles graduated. He went 
to New York and lived with the family of one of his Black friends from 
school in an all-Black neighborhood and dated lots of Black girls. 
During the nine months that he stayed in New York, he and his three 
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Black friends dated four white girls whom they had met at the school 
previously. They went to the white girls' apartments but could not go 
out in public together. 
In January, 1969, Charles was accepted at Cape Cod Community 
College and started classes in February, 1970. When he arrived, his 
hair was short because he had just left the military. Since some Blacks 
were sporting Afro hairstyles, Charles decided to come out of the 
closet visibly; he grew his hair long and had an Afro to demonstrate 
openly that a part of him was Afro-American. 
This identification with Blacks caused conflicts between parents 
and children within the community of Cape Verdeans. The young people 
were not divorcing themselves from the Cape Verdean culture but wanted 
to identify with Black. "Black is beautiful." Because Charles lived 
in Hyannis away from home, he was free to do as he wished. The young 
people who lived at home during this time were constantly involved in 
this conflict with their parents. Identifying with Black meant liking 
Black music and blues. This was another extension of the identification 
conflict. 
Charles walked a "middle line"--his Afro hairstyle was saying one 
thing and his dating mostly of white women was saying another. The 
parties at Charles' house were wonderful. The whites and Blacks mixed 
only because it was Charles' party, who had the best of both worlds. 
However, he began to realize that living and believing like this was not 
wonderful; it was delusionary. 
Charles married Carol, a white girl. During the second year of 
their marriage, they moved to the West Coast, where Charles was accepted 
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into law school. Their marriage flourished in an area that was multi¬ 
racial and multi-lingual. Carol was a teacher assistant, a student at 
a state college, and a clerk in a store, which completely filled her 
mornings, afternoons, and evenings. Charles spent a 16-hour day at law 
school. 
Dana attended Boston University after he graduated from Cape Cod 
Community College and lived in Brighton for one year with Charles. After 
that, he lived with his family and drove back and forth to'Boston to 
school having very little contact with anyone at Boston University. 
Tony was 19 when he enrolled at the night school in Falmouth and 
met a wonderful English teacher who taught him English in four weeks, 
motivating him to learn fast. He even wanted to go on to college to 
become a lawyer, but he realized that it would be impossible for him to 
do so because of the cost. This teacher made Tony feel better about 
himself than when he was at home on the island of Fogo. 
Kathleen entered Boston University in 1969, where she roomed with 
three whites who were Jewish and one Black. It was an intense political 
time and Kathleen was engaged in an identity crisis during her freshman 
year. The stronger the internal conflict became the more she decided to 
side with the Blacks. She felt more comfortable and at peace with her¬ 
self because she did not have to make a statement everyday--she did not 
have to defend herself against anybody. 
But the African students were distant. They sympathized somewhat, 
but they had already gone through the struggle. They were really 
interested only in academic excellence, so that when they returned to 
Nigeria, they could be of service to their country. The American Black 
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students believed that if they went back to Africa, they would be ful¬ 
filled and would blend in easily in the African society. But they did 
not consider the cultural deterrents in their backgrounds that would 
prevent this smooth transition. The African students saw the American 
Blacks as a "perplexing phenomena." 
During this period, Kathleen was constantly proving to her peers 
that she was Black. It took a while before she realized that there 
were many different ways of being Black. 
Kathleen and her roommates were very confused at this time, for 
they could not understand why different cultures could not get along 
with one another. This was at the time of the Kent State incident. The 
students at Boston University were given 48 hours to move out and return 
home for their own safety. There was a great deal of confusion and 
frustration because of Kent State. 
When Kathleen returned for her sophomore year, she stressed academic 
excellence and became more involved with the college than with social 
issues. She also became very cynical. 
During her junior and senior years, Kathleen became a resident 
assistant. The atmosphere still had not cleared. The Vietnam War was 
a reality in which friends were dying. Students became introspective 
and drugs prevailed. Co-ed dormitories were "in." 
Ann attended Emmanuel College in Boston for two years. She met 
Blacks, Cape Verdeans, and others from all parts of the world. In fact, 
her roommate was from Greece. She learned a great deal about other cul¬ 
tures in those two years. Everyone was wonderful, she felt, and so she 
does not remember any conflicts. 
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Ann left Emmanuel College because she felt that she was only learn¬ 
ing how to deal with other women and that she would not know how to 
compete and deal with men if she remained. The following fall she 
enrolled at Cape Cod Community College. She has not encountered any 
conflicts as yet. 
Work 
Charles worked as a bag-boy at a grocery store in Onset for a year 
after graduation from high school. Becoming more and more aware of 
cultural differences, he decided that the best way to live with these 
differences was to know his place. 
After graduation from law school in California, Charles worked as 
a law clerk and was warmly accepted in the firm, and then when he and 
his wife returned to the East Coast, he went to work for a law firm and 
also applied for a teaching position at Cape Cod Community College. His 
application was attacked by a white applicant, who sued Charles in a 
reverse discrimination suit. Charles won and was warmly welcomed at the 
college, where he became an assistant professor in the Social Science 
Division. At the same time that he was teaching, he opened up a law 
office and recently found it necessary to relinquish his teaching posi¬ 
tion because of the demands of his practice. 
Being the oldest child, Eugenia at 16 worked picking cranberries. 
After the cranberry season was over, she decided to go to Boston to look 
for a job. 
With about 20 dollars in hand, she took the train and then a taxi 
to the YWCA on Stuart Street. She appeared at the desk in the reception 
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area and addressed the lady behind the desk: "I would like a room for a 
week while I'm looking for a job." The lady replied, "My dear, we don't 
take colored girls." However, she did call the Harriet Tubman House for 
Eugenia, where she found a room. Eugenia spent a very happy winter there 
and obtained a job as a domestic. 
Eugenia returned to her home in Hyannis that summer. She worked as 
a domestic and was employed by sisters in Hyannisport, with whom she 
remained for 16 years. In 1957, the surviving sister died. 
Dana worked as a laborer for one year with whites and Blacks. He 
got along well with his co-workers. 
Upon graduation from Boston University, Dana returned to Cape Cod 
Community College and became Director of Financial Aid. 
Dana realizes that there are faculty who do not speak to him 
because of his color. There are subtle things which occur during the 
course of a semester which are apparent to him. Recently, there was an 
open house for disadvantaged and minority students. One faculty member 
showed up. Dana believes that these happenings are not planned, but 
that people are unaware of their responses and actions in situations 
where cultures conflict. 
When Tony came to the United States, he worked as a landscaper. He 
did not like his bosses because he realized that he was being used. He 
was ordered to do the dirty jobs, while the whites were working on more 
desirable tasks. Tony complied because otherwise he would have been 
fired. He adapted well and did not allow discrimination to bother him. 
When he later took farming jobs, similar situations occurred. 
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Later on, Tony's uncle took him into a farming partnership. When 
his uncle died, Tony carried on the farm and continues to manage a very 
successful produce farm. He has provided for college educations for 
seven children, of whom all are successful. 
Tony remembered that once a customer at his produce stand was 
drunk. After Tony had waited on him, the customer said, "You would be 
a really nice man if you were white." Tony accepted the fact that this 
man was ignorant and felt sorry for him. There was nothing to be gained 
by admitting that he had heard this remark. He simply ignored him. 
When Marina and Tony moved to Falmouth soon after they were 
married, Marina thought about getting a job at Woolworth's. A friend 
of Marina's told her that she did not think that she would be hired, so 
Marina did not try. 
When Kathleen was graduated from Boston University, she was hired 
as a counselor there for one year. A large percentage of the students 
that she counseled were minority students. 
Kathleen married a Cape Verdean, and they moved to Hayward, 
California, which is southeast of Oakland and 10 miles from San 
Francisco. She got a job in the criminal justice system as a counselor 
to clients who were predominantly whites and Blacks, who were accused 
of first misdemeanors. Kathleen's boss was a Chicano. 
Everything was open and aboveboard. In her work, Kathleen went to 
the homes of whites and Blacks with a feeling that she would always be 
accepted and welcome for all cultures were regarded socially as equal. 
Kathleen also worked with the very close-knit Chinese at one point. 
She found them to be guarded and cynical of others, and so she felt that 
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seeing them was not really seeing with any depth. Kathleen did not 
observe any interracial dating or marrying. 
Kathleen taught at California State University as an English teach¬ 
ing assistant for one year. She worked with Iranian students, teaching 
them grammar and style. There were additional problems other than 
teaching, for the Iranians hated the Americans and considered them 
crass. The Iranians were clearly in the United States to receive an 
education and then leave. The students, 18- and 19-year-olds, were 
extremely wealthy and traveled home to Iran often. The young women, 
whose faces were always covered, were more receptive to hospitality 
than the young men. Kathleen believes that the fact that she was of a 
minority reduced the tension. But even with her, they made it quite 
clear that they were anti-American, as shown by the papers that they 
wrote, which clearly stated that Americans did not respect their 
parents. Kathleen feels that some of the hostility was caused by the 
stress involved in mastering another language and trying to retain 
strong family ties. 
When Ann worked as a salesperson, she was asked to watch any group 
of Blacks who came into the store to be sure that they did not steal 
anything. She did as she was requested for a while, and then she con¬ 
fronted the manager and the assistant manager and told them that they 
could observe groups of Blacks as well as she. The fact that they were 
Black did not mean that they were going to steal from the store any 
more than the fact that a group was white meant that they were not going 
to steal. 
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Military Service 
About nine months after Charles graduated from the airline's 
school, he was drafted. He went to Fort Jackson in South Carolina, 
where he qualified for flight training school, but he was turned down 
because of faulty vision. He then qualified for officers' candidate 
school. 
When he first arrived, he found himself riding in a truck with 
other candidates who were all white. A southern white boy looked every¬ 
one over and stated, We are starting out good. There are no niggers 
here." This was Charles' first real taste of open racial hatred. He 
realized at this moment that he must always be in a position of leader¬ 
ship to gain the respect of whites and have control. 
Charles went through all stages of training and became a company 
commander. He mingled with Blacks more than with whites. But he still 
maintained that he was Cape Verdean and not Black. In his mind, he was 
not like them. 
Charles was assigned to Fort Devens, and he lived in Boston. As 
soon as he received his Jungle Training Patch (1 of 20 out of 180), he 
was sent to Panama for two weeks and then to Vietnam for nine weeks and 
was engaged in search-and-destroy missions in the jungle. There was 
racism within the ranks between whites and Blacks, and there was pro¬ 
grammed racism against the "gooks." The soldiers were instructed that 
the "gooks" were subhuman, so that there would be no hesitation in 
killing. 
There was a racist threat to strip Charles of his command when he 
was a first lieutenant company commander over 180 men. He had given 
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positive testimony on behalf of one of his men who was Black, preventing 
the man's imprisonment, but directly against the wishes of Charles' 
commanding officer. 
In December of 1969, Charles decided to get out of the service, and 
he applied to Cape Cod Community College. He received some pressure 
from Black captains who wanted him to stay in. He would have become a 
captain and have been placed in an administrative position if he had 
remained in the service. 
Dana's joining the Air Force was the first time that he realized 
his identity. He identified with Blacks but had friends who were white 
as well. His roommate from North Carolina was white, and there was a 
lot of stress at first. The roommmate had greater difficulty adjusting 
than Dana. But after a lot of talking together when they saw that each 
was not a threat to the other, they made a good adjustment and lived 
together for one year. 
That next year, Dana got married and lived on the base in North 
Dakota. He and his wife rarely left the base that year because racial 
conflicts were high during that period between the whites and the 
Indians. 
Travel 
During the return trip from California, Eugenia and her friends 
were the targets of a racist incident. Driving through Texas early in 
the morning, they decided to stay at a motel in Sonora. The vacancy 
sign was up, but when they asked for accommodations, they were told 
that there were no vacancies. They thought at first that the one in 
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charge of the sign had just forgotten to change the sign. They drove 
on farther and stopped at a motel in a prairie town, where the same thing 
happened. The friend of Eugenia's who was from the South realized what 
was happening. Then, since they were all hungry, they stopped at a 
restaurant and were informed that if they would come around to the back 
they would be served at a pickup window, but not in the dining room. So 
they decided to eat some food that they had in the car. Then a waitress 
who sympathized with them suggested an inn where they might get a room 
for the night. Unfortunately, this was not to be. A woman met them at 
the front door, saying, "I don't take niggers." Because there were quite 
a few rednecks around them at this point, they were fearful for their 
safety and departed. Eugenia drove 400 miles that night without stop¬ 
ping, until they arrived at the home of a friend. It was after that 
incident that Eugenia decided that she would fight segregation as long 
as she lived. 
Recently, at the Stop and Shop in Hyannis, Eugenia was sitting alone 
on a bench in the front of the store. An older woman approached her and 
said, "I want to sit there. You move down to the other end." Eugenia 
told her that she would not move and that the woman could sit beside her 
or at the other end of the bench. The woman's retort was, "I ought to 
hit you with my cane. I am a sick woman." Eugenia remained seated and 
said, "You know why you are sick? Because you are so mean." The woman 
sat down at the other end of the bench and said no more. 
When Tony first came to this country, he had to report to 
St. John's in Canada for reentry because there was some question about 
legal entry. In St. John's, he asked a cab driver to help him find a 
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rooming house. The cabbie simply said, "Well, by gosh!" He took Tony 
from rooming house to rooming house with no success. The "Well, by 
gosh!" had a deep meaning. Everywhere Tony went, it was the same 
response. "There is no vacancy." Finally, the cab driver took him to a 
hotel and went in with him as moral support. The manager told Tony that 
he would help him if he promised never to appear in the lobby. Tony 
agreed, and all went well until a 10-year-old boy who had befriended him 
wanted him to go to the lobby with him. Tony refused at first, but 
finally gave in. Upon his appearance, he was approached by the manager 
almost immediately. Tony simply excused himself and left the lobby. 
Tony came to Providence when he was 19-years-old. Before his uncle 
met him and picked him up, someone gave him an ice cream cone which he 
tasted and returned. He did not like it because it had a different 
taste from anything he had eaten before. Tony did feel very good when 
someone offered him an ice cream for he realized that the person was try¬ 
ing to make him feel welcome. Tony remembers that, although the person 
was a little surprised at its return, he understood. 
When Kathleen was 15-years-old, she was sent as an exchange stu¬ 
dent to France for an academic program of six weeks and a motoring tour 
of six weeks. She was the only Black out of 200 students. The nurse 
who traveled with them was very biased and made subtle racial comments, 
letting them drift back to Kathleen. Kathleen's social experiences 
other than those with the traveling group were with Blacks. This trip 
was an eye-opener. 
Last summer, Ann and three of her cousins drove to Chicago. On 
their way through some farming communities in Pennsylvania, they 
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stopped at a diner at 3:00 a.m. Ann felt very uncomfortable when two 
men who were seated at a booth nearby kept staring at them. She did 
not know whether the men were looking at them because they were colored 
or just because they had entered the diner. 
Organizations 
Charles joined the B1ack-American Law Students Association upon 
arrival in California. There were two instances of conflict that 
occurred. (1) After Charles was nominated to be president and no one 
else had indicated that he was interested in running, the election was 
to take place a few days later. On the appointed day, an older Black 
notified the group that he would like to run for the presidency. 
Charles agreed, and campaign speeches ensued. Ken, the campaigner 
opposing Charles, was an Afro-American, who argued strongly that he was 
Blacker than Charles, that he had struggled harder, that he had a 
brother in prison while Charles did not, and that Charles did not know 
the struggles of the Black race. Although Charles was stunned, he did 
not think that the group would buy what his opponent said. But he was 
wrong! His opponent was elected president. 
This was a slap in the face for Charles--not being as Black as Ken. 
Determined that this embarrassment would not happen again to him, 
Charles resolved to be ready the next time. Charles worked with the 
new president, however, and did not let his feelings intervene. But 
next time he would win. 
(2) George, a Black who was running for vice president on Charles' 
ticket, and Charles were standing in the library one day when a Chicano 
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came over to Charles and said, "We want you to join the Chicano Law 
Association since you are more Hispanic than you are Black. What are 
you, anyway?" Charles was caught off balance, but he finally answered, 
"I am Cape Verdean, Portuguese, and African." The Chicano followed this 
question with others, but Charles has blocked the questions and his 
answers out of his memory because the incident was traumatic. 
Marina informed the researcher that at one time there were some 
Cape Verdeans in town government jobs in Falmouth, but that they have 
been weeded out. She feels quite strongly that the area where she 
resides still does not accept Cape Verdeans as a whole. Marina is now 
president of the Women's Club, she has been president of the Hospital 
Auxiliary, and she is now a trustee on the Hospital Board. But she still 
feels that there are those who are not comfortable with her at the helm. 
Marina feels that 98 percent of the people in the community accept her, 
but that there is a definite two percent who resent her as well as any 
other Cape Verdean who achieves any prominence in the community. 
Social/Family 
Charles, who began dating his wife, Carol, in 1970, had some 
reservations about how her family would accept him. Carol was from 
Orleans. Her graduation from Cape Cod Community College was ultimately 
responsible for Charles' Afro removal, for he wanted to do everything 
he could to make his appearance acceptable to Carol's parents. Carol's 
mother and stepfather were so impressed that they invited him to their 
home for dinner and to stay overnight. Carol's real father and 
grandmother were not so impressed. 
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During the courtship, Charles took Carol to dinner at the Gray 
Gables Inn on a blustering winter evening. There were not many people 
in the dining room. An older couple were quite obviously staring at 
Charles and Carol. Charles mentioned this fact to Carol, and they felt 
a little uncomfortable. When Charles went to the salad bar, he glared 
at them. He wanted to say, "Is there a problem?" But he remained 
silent and returned to his chair; however, when they got up to leave, 
Charles glared at them again. The couple approached and stopped at 
Charles and Carol s table and said, "Please excuse us for staring, but 
we find you one of the handsomest couples that we have ever seen. With 
your permission, we would like to buy you an after-dinner drink." From 
that time onward, the old chip-on-the-shoulder feeling disappeared, for 
Charles and Carol simply decided to ignore the staring incidents which 
would occur from time to time. 
A very warm experience took place later when Charles gave Carol her 
engagement ring at the Riverway Restaurant. A couple's daughters, who 
were seated at a table nearby, were watching the presentation and made 
the fact known to their parents. They approached Charles and Carol and 
asked them if they were getting engaged. They told them that they were. 
A few moments later, before-dinner drinks were ordered by the parents 
of the two girls and delivered to Charles' and Carol's table. Another 
couple noted what was happening and sent over after-dinner drinks. 
Charles stated that he remembered more of the positive events than 
the negative ones during his courtship of Carol. Having white people who 
were perfect strangers take an interest and want to be a part of their 
lives made Charles and Carol feel better. 
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When they were about to be married, Carol was apprehensive about 
how much her real father would contribute to the wedding and about how 
the Orleans-Eastham people and the Onset-Wareham people who were 
invited to the wedding and to the reception would get along with one 
another. But everyone had a wonderful time, and Charles and Carol felt 
that their marriage was beginning on a very positive note. 
After the marriage, Carol worried about being accepted into 
Charles' family. In fact, she had a more difficult time than Charles. 
For example, Charles' mother talked about girls whom Charles had dated 
of whom she had thought fondly. Carol did not know how to dance in 
Cape Verdean style or to prepare Cape Verdean food nor could she speak 
the Cape Verdean language. She could not understand the customs, such 
as the fact that the men felt that their only responsibility was to go 
to work. They neither shared the household chores with their wives nor 
the raising of their children. Carol could not understand the "macho" 
attitude of the men, who thought nothing of having affairs with other 
women when they were married. 
But their marriage and social life flourished when they moved to 
the West Coast the following year. Carol gave a surprise birthday party 
for Charles, beginning early that evening with dinner at the home of a 
white couple. Then the plan was to go somewhere after dinner, but no 
specific place had been decided upon. After dinner, Carol feigned that 
she had forgotten her camera, and she wanted very much to take some 
pictures. So they all went back to Charles' and Carol s apartment to 
pick it up. Their apartment was on the second floor, and Charles did 
not stop to think that it was indeed strange that it was necessary for 
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all four of them to ascend the stairs to the second floor to pick up 
the camera. Charles opened the door and hit the light switch. As he 
did, 40 voices shouted, "Surprise!" Charles stumbled backward and 
almost fell down the stairs. Forty people—Black, Spanish, Asian, 
white, and Chicano—had been sitting on the floor in the darkened liv¬ 
ing room for half an hour waiting for his arrival. Racial jokes had 
been exchanged, such as "Hey, guys, smile so we can see you." "We can 
see all you white folks, so you better lie down on the floor." Every¬ 
one was having a wonderful time even before Charles and the others 
arrived. 
Often Charles and Carol entertained a cross-section of Spaniards, 
Asians, Chicanos, Afro-Americans, and whites. Everyone loved coming 
to their place. It was a central gathering spot. 
When Charles was graduated from law school, Carol gave a graduation 
party for him. Charles' mother and aunt came from the East and a large 
contingent of relatives and friends came from California. His family 
was amazed at the number of people and the number of different cultures 
that were represented. There were Chinese, Samoans, Japanese, Chicanos, 
Blacks, American Indians, and whites, in addition to those who attended 
Charles' birthday party. 
Just recently, Dana's wife's sister telephoned and wanted to meet 
them for a drink. Dana could not go, so Kathy went anyway. Kathy, 
Dana's second wife, is white. Kathy's sister was asked to dance by 
several young men, and when a Black young man asked her to dance, she 
accepted. After that, for the rest of the evening, not one white man 
came over to ask her to dance. 
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Tony's uncle, caretaker of an estate, could not bring him home with 
him when he arrived from Cape Verde. Instead, he brought him to a 
friend's home, where he felt out of place because the family spoke only 
English and he did not understand any English. Although the husband was 
a Cape Verdean, his wife was white, and so English was the language 
spoken in the home. The grandmother did speak Portuguese to him, and he 
began to feel better, but then the three daughters taught Tony some 
English words which, if used, would get him into trouble. , 
Because of Marina's husband's dark skin, there have been some 
uncomfortable moments from time to time. But Marina fights back and sees 
every one of these moments right through. People now realize that she 
will stand up to them and not withdraw, and so she is accepted more 
because of this determined attitude to persevere. 
Marina and Tony have raised seven children successfully. She 
recalled, however, that when one of her sons was in the second grade, 
his teacher told him that he would not amount to anything. Marina went 
to the school and confronted the teacher quietly and told her that she 
was there to give children confidence in themselves and she should never 
tell any child what she had told her son. 
From time to time, people have asked Marina if she is having 
trouble with her children at school. She knew what they meant, but she 
would reply with a question: "What trouble are you talking about?" No 
one would put their inquiry into specific words, so the matter would be 
dropped. 
When Marina's son was told by a guidance counselor at the high 
the test for King's Point, he felt very 
school that he would not pass 
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bad. He took the test and did not pass. However, he then went to 
Northeastern through the ROTC and is now a colonel. Her son told her 
that there was a Yankee who was instrumental in helping him reach his 
present rank, and he will always be grateful. 
When Kathleen first arrived in California, she could not detect 
any cultural barriers. She was suspicious when she witnessed the mix¬ 
ture of whites. Blacks, Chicanos, and Asians and could not understand 
that this arrangement was accepted. When Kathleen went to look for an 
apartment, she was treated like anyone else of her status. There was a 
lot of interracial dating and marrying. Interracial couples could go 
anywhere and not be stared at. Living, in general, was slow-paced. 
Kathleen observed that people in her area seemed more happy and 
more relaxed than people in the East. She went to a Chicano dance which 
was a public relations event, where people in the criminal justice sys¬ 
tem were invited as well as people in the community. The beat of the 
music was different from what she had heard before. The men were more 
vocal both in singing and in conversation. It was clearly a man's 
world. 
California first exposed Kathleen to Chicanos. Comparing them to 
the Puerto Ricans whom she had known on the East Coast, she noted how 
very different they were. Their spicy food was part of their lives. 
At first Kathleen did not like it because it was too heavy; in fact, she 
had to be very hungry to eat it. However, after five years of living 
in California, she became accustomed to it. A male chauvinist attitude 
prevailed within the Chicano culture. The men ruled and the women 
obeyed. They also had a high tolerance for liquor; it was a part of 
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their life. Kathleen was amused when they drank tequila, licking salt 
from the palms of their hands and sucking a lime after taking a large 
swallow of tequila. They were proud of their Mexican heritage. 
Cinco de Mayo was a favorite day of festivities, which commemorated the 
Battle of Puebla where the forces of Napoleon III were defeated on 
May 5, 1862. 
Kathleen lived in a section that was all Black. She felt good 
there, unlike Washington, D. C., where discrimination abounds. In 
Oakland, the Blacks were representative of all walks of life. Kathleen 
felt that the five years that she spent in that region were years of 
outstanding experience. 
It was during this Californian experience that Kathleen met a white 
woman of whom she became deeply fond. This meeting took place at an 
Erhard leaders' seminar, where all phases of the human experience were 
discussed. This young woman, who teaches junior high students with 
learning disabilities, is responsible for Kathleen's break with all 
vestiges of discrimination. The reason given by Kathleen was the fact 
that this young woman was fiercely loyal. 
Ann's brother is apparently having a similar experience at the 
hands of a guidance counselor, who advises the young man to attend a 
community college and not to apply to a major university because he is 
not qualified. Ann and her mother are trying to convince him that he 
could achieve two good basic years at Cape Cod Community College and 
then go on to a senior university, but Ann's brother does not want to 
follow their advice because of pride. The guidance counselor has told 
him that he is not capable of following any other route of learning. 
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Now that the aforementioned cross-cultural conflicts experienced by 
the Cape Verdean interviewees in this study have been described, reasons 
why these conflicts have taken place will be suggested in the next sec¬ 
tion. 
CHAPTER IV 
SUGGESTED REASONS WHY THESE CROSS-CULTURAL CONFLICTS 
HAVE TAKEN PLACE 
In this chapter, cross-cultural conflicts experienced by the inter¬ 
viewees are analyzed. The framework for the analysis is the three major 
theories of conflict explored in Chapter II. They are: 
1. Perceptual differences, which hinder cross-cultural 
reciprocal action. 
2. Absence of cultural awareness, which inhibits effec¬ 
tual communication across cultures. 
3. The inability to accept cultural differences, which 
hampers continuous cultural learning. 
What becomes clear is that these major theories operate separately 
as well as in combinations. Although they may not be the only causes of 
the conflicts presented, they are major contributors to these conflicts. 
The conflicts will be analyzed by category in the same order as they are 
presented in Chapter III, and then three recurrent causes of conflicts 
which many Cape Verdeans have in common will be investigated: (1) iden¬ 
tity, (2) discrimination in education, and (3) minority status. 
Analysis of Conflicts by Category 
Many of the cultural conflicts that the Cape Verdeans experienced 
revealed a dominant cause, the inability to accept cultural differences; 
others revealed perceptual differences as the main influences of conflict, 
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all revealed the absence of cultural awareness as a responsible common 
factor. 
Preschool 
This section demonstrates that one's skin color can make a dif¬ 
ference. The strong statements of Charles' great-grandparents deploring 
anyone who was Black reflected the significance of skin coloring. 
Kathleen s first visit outside of her Cape Verdean environment alerted 
her to the presence of a world larger than hers within which she 
existed. The confrontation with the waitress confirmed any earlier 
apprehension that Kathleen may have had that the color of one's skin did 
matter. Ann's fears of the loss of her mother's love because her 
cousin's skin coloring resembled her mothers was a very real threat to 
her. What connection is there between these cultural conflicts and the 
three major theories? 
Perceptual Differences are a cause of Kathleen's startling realiza¬ 
tion of a larger world and Ann's fear of losing her mother's love. 
Kathleen and her mother were perceived by others in the beauty salon and 
in the drug store as being nonwhite. This perception alerted Kathleen 
that she was different and a part of something much larger. Kathleen's 
perception that her cousin's and her mother's relationship was stronger 
than hers and her mother's because of their similar skin coloring was 
disconcerting. 
Inability to Accept Cultural Differences caused the remarks of 
Charles' great-grandparents as well as Kathleen's and her mother s 
encounter with the waitress. 
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Elementary/Middle School 
This section demonstrates that being treated like Blacks can foster 
a need to emulate whites. Charles became aggressive and competitive and 
determined to prove himself equal to whites in order to obtain the 
respect of his teachers and his peers. Eugenia, upon arriving in the 
United States from Cape Verde, had to overcome the frustration of being 
placed in the first grade instead of the fifth because of her inability 
to speak English. She determined to understand, to speak, and to write 
it as well as any white. Being treated like a Black for Dana resulted 
in negative feelings about going to school, whereas Kathleen, although 
knowing that she was being used as an example, took advantage of her 
role and utilized it to the fullest. What connection is there between 
these cultural conflicts and the three major theories? 
Inability to Accept Cultural Differences was a cause of Charles' 
perception that his teachers had a higher regard for whites than for 
browns; Charles' perception of his placement, with that of two other 
Cape Verdeans, in the elite section of the seventh grade; Eugenia's 
perception of the Azorean teacher's elitism toward Cape Verdeans; and 
Dana's negative feelings toward school. 
High School 
This section demonstrates the drawing of the lines of demarcation 
between one culture and another. Charles, and others considered to be 
Black, became aware that they could not date white girls openly because 
of their unequal status. Eugenia was bussed to another school because 
of white children did not want their children to mix with the parents 
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the Black children. Dana discovered that the teachers and guidance 
counselors, though apparently friendly and concerned, had little or no 
respect for the ability of Cape Verdean children as students and did 
nothing to encourage them to pursue professional careers. Tony was 
looked down upon by other islanders who believed themselves to be 
superior when he was transporting food and other necessities from island 
to island in Cape Verde. Kathleen felt that there was always a subtle 
tension present in the school during her high school years. Ann 
observed that the stabbing incident between a white and a Black led to 
the taking of sides by students. What connection is there between 
these cultural conflicts and the three major theories? 
Perceptual Differences caused Charles' and other Cape Verdeans' 
classification as Black, as well as the inappropriate stereotyping by 
Dana's teachers and guidance counselors and the supercilious attitude 
of some of the islanders toward Tony. 
Inability to Accept Cultural Differences contributes to the 
inability of Charles and others to date white girls, Eugenia's being 
bussed to another school, the polarization that occurred after the 
stabbing incident at Ann's school, and the latent hostility ever present 
in the high school atmosphere. 
College 
This section demonstrates the identity crisis which resulted in the 
decision for many young Cape Verdeans to side with the Blacks. Charles 
had a single room in a rooming house while attending an airline personnel 
school, and he decided to move in with three Black men who were also 
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roomers in the same house. This decision prompted the landlady to move 
them all from the house and put them over the garage. At the same time, 
Charles frequently brought home a dark-skinned Cape Verdean girl whom 
his mother was reluctant to welcome. When Charles moved to New York 
after graduation, he lived in a Black neighborhood and primarily dated 
Black women. At the same time, he and his airline buddies also dated 
the four white girls they had known at the airline's school. However, 
when they dated they had to get together at the girls' apartment because 
public interracial dating was difficult. 
From the time Charles roomed with the three Black students, he con¬ 
sistently was moving toward a declaration of identity. Finally, after 
he left the military and started attending a community college, he 
decided to take the big step and began to grow an Afro to show that he 
was Afro-American. 
Dana identified himself as Black as he was a Cape Verdean. He was 
comfortable with this identification and demonstrated this by actively 
participating in student affairs as a Black. However, when Dana later 
attended a university in Boston, he commuted from home and was not 
active in the student community. It was at this time that the "Black 
is beautiful" theme permeated the life of Cape Verdean youth, and the 
adoption of the Afro hairdos and Black music caused conflicts between 
generations in the Cape Verdean community. The young people, however, 
did not want to divorce themselves from their culture but did want to 
identify with Blacks. Kathleen decided to side with the Blacks during 
her freshman year at a university in Boston after experiencing a strug¬ 
gle for identity which resulted in an inner peace because she no longer 
had to deny that she was Black. 
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For a while some Cape Verdeans walked a middle line. One example 
was Charles, whose Afro hairstyle said one thing and his dating of 
whites said another. He finally realized that having the best of both 
worlds was not ideal, but delusionary. What connection is there 
between these cultural conflicts and the three major theories? 
Perceptual Differences are a cause of Charles and the three 
Black students being moved to the garage from the rooming house, 
Charles' mother's reluctance to be hospitable to a dark-skinned Cape 
Verdean girl, and Charles' growing an Afro. Perceptual differences also 
contributed to Dana's identification as a Black, the Cape Verdean youth 
looking to another culture with which to identify, and Kathleen's 
internal struggle for identity. The landlady's perception of Charles 
as being white and the other three students as being Black promoted the 
move to the garage when they insisted on rooming together. Charles' 
mother's perception that dark-skinned girls were Blacks made it diffi¬ 
cult for Charles to bring a dark-skinned Cape Verdean girl home. 
Charles' perception that since Blacks had Afro hairstyles, his having 
one too would demonstrate his being part Afro-American. 
Inability to Accept Cultural Differences caused Charles and the 
three Black students being moved to the garage and their having to date 
their former white girl friends at the girls' apartments instead of 
going out. 
Work 
This section demonstrates an acute awareness of a minority status. 
Working as a bagboy in a grocery store for a year after graduating 
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from high school, Charles became more aware of cultural differences and 
decided that knowing one's place would make it easier to deal with them. 
Eugenia at age 16 went to Boston to an institution that housed women to 
get a room while she looked for a job as a domestic, but was refused 
because she was viewed as Black. Dana was slighted by some faculty mem¬ 
bers in subtle ways. Tony, taken advantage of when he worked for land¬ 
scapers and farmers, was ordered to do the dirty jobs while the more 
desirable work was assigned to the white workers. Marina did not even 
attempt to apply for a job as a clerk after a friend implied that it 
would be futile to do so. However, Kathleen believes that it was 
actually her minority status which helped to relieve the stress that 
existed in the classroom when she was teaching English to a group of 
Iranian students (who were anti-American). Ann, asked to observe 
Blacks who came into the store where she worked as a clerk to be sure 
that they did not steal anything, retorted to the store manager that 
being Black did not determine that they would steal any more than being 
white would determine that they would not. What connection is there 
between these cultural conflicts and the three major theories? 
Perceptual Differences were a cause of tension between Kathleen and 
her Iranian students and Ann's manager asking her to watch Black cus¬ 
tomers. 
Inability to Accept Cultural Differences caused Charles' increase 
in cultural awareness while working as a bagboy as well as Eugenia's 
being denied a room at the YWCA, Dana's being treated discourteously by 
some faculty, Tony's being delegated to do lowly and disagreeable tasks, 
Marina's acceptance of defeat before even applying for a job, Kathleen s 
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tension-filled classrooms, and Ann's manager's asking her to watch 
Black customers. 
Military Service 
This section demonstrates the existence of open racial hatred in 
the military. Charles was shocked that he was the only Black in a truck 
of white officer candidates, and a southern white's exclaiming that there 
were no "niggers" among them did not put his fears to rest. It did, how¬ 
ever, alert him to the reality of open racial hatred and the need to 
acquire a leadership position to gain the respect of whites. In Vietnam, 
there was programmed racism against the "gooks," who were considered to 
be subhuman, so that killing them would be easy. Charles was threatened 
with losing his command when he testified on behalf of a Black soldier 
contrary to the wishes of his commanding officer. 
Dana roomed with a white from the South for a year while he was in 
the military. Their relationship was strained until both of them 
realized that neither posed a threat to the other. What connection is 
there between these cultural conflicts and the three major theories? 
Perceptual Differences were a cause of Charles' identifying himself 
as a Black, the officer candidates' identifying Charles as a white, and 
the strained relationship between Dana and his roommate. 
Inability to Accept Cultural Differences caused the low regard for 
Blacks that the Southern white had, his reference to Blacks as "niggers, 
Charles' perception that his commander's desire to have a Black impris¬ 
oned for some minor infraction was due solely to his color, and the 
strained relationship between Dana and his white roommate. 
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Travel 
This section demonstrates conflicts which occurred during travel. 
Some examples happened in the past and some are more recent. Eugenia 
and her friends were driving through the Southwest on their way home 
from California several years ago. During the trip, they were refused 
rooms at motels and were not allowed to eat in restaurant dining rooms. 
At one point, they were surrounded by "rednecks" and had to seek the 
shelter of their car for fear of their lives. Eugenia was recently 
seated on a bench at the front of a food market when she was asked to 
move down to the other end of the bench by a white woman who wanted to 
sit down. The woman even suggested that she would hit Eugenia with her 
cane when Eugenia did not move. When Tony had to go to Canada to 
reenter the United States, he was refused a room in Canada a number of 
times before he finally did obtain one in a hotel, but only with the 
understanding that he would never appear in the lobby. Kathleen was the 
only Black out of 200 students on a tour of France when the nurse who 
was traveling with them made her the target of subtle racial comments to 
other members of the group. Ann and her three cousins were stared at 
and made to feel uncomfortable by men seated in a nearby booth when they 
stopped at a diner for a bite to eat at an early hour in a mideastern 
farming community. What connection is there between these cultural con¬ 
flicts and three major theories? 
Perceptual Differences apparently caused the stares of the men in 
the diner which were directed toward Ann and her cousins. 
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Inability to Accept Cultural Differences caused Eugenia and her 
friends to be denied rooms, access to restaurant dining rooms, and 
threatened. The same inability caused the white woman's arrogance 
toward Eugenia on the food market bench and Tony's being refused a place 
to stay and, when he was finally accepted at a hotel, the condition that 
he not enter the lobby. The nurse's attack against Kathleen by making 
racist comments to the other students which she was intended to hear was 
also caused by an inability to accept cultural differences. 
Organizations 
This section demonstrates that attempts by Cape Verdeans to gain 
positions of leadership may be met by stiff opposition from whites and 
Blacks. Charles ran for president of the Black American Law Students 
Association in California, basing his campaign on his competency. But 
the Black student who opposed him did not base his campaign on his 
ability, but on the facts that he was "Blacker" than Charles, that he 
had struggled harder than Charles, and that he had a brother in prison, 
and Charles did not. These tactics were incredible to Charles, but 
since they were successful they did spawn a "winning-justifies-the- 
means" attitude in the mind of the loser. Before the election took 
place, Charles was asked to join the Chicano Law Association by a 
Chicano, who thought that he was more Hispanic than Black. The 
Chicano's question, "What are you anyway?" struck so deeply and with 
such suddenness that Charles' mind was briefly stunned with fear, but he 
was finally able to answer, "Cape Verdean, Portuguese, and African." 
The severity of this cultural conflict has blocked out all memory of any 
conversation that immediately followed. 
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Marina is president of a women’s organization, was chairperson of 
the Hospital Auxiliary, and is now a trustee of the Hospital board. She 
has confronted stiff opposition from time to time by people who are not 
comfortable with her in a position of leadership. She did admit that 
the degree of opposition to Cape Verdeans’ achieving prominence in the 
community is less than it once was, but some Cape Verdeans in town 
government positions have been weeded out and replaced by whites. 
Although the resistance is lower, discrimination is still evident. What 
connection is there between these cultural conflicts and the three major 
theories? 
Perceptual Differences caused Charles' opponent's choice of 
unwarrantable tactics in his zealous endeavor to win the election and 
the Chicano's volatile question to Charles, "What are you anyway?" 
Inability to Accept Cultural Differences caused the vigorous opposi¬ 
tion of some whites to Marina's being in a position of authority and 
influence as well as the removal of some Cape Verdeans from town govern¬ 
ment positions. 
Social and Family 
This section demonstrates some cultural conflicts which occurred 
in social and family situations. Charles began dating Carol, a beauti¬ 
ful white girl, whom he later married. But before he met Carol's 
family, he had his Afro-style hairdo cut. Carol's mother and stepfather 
were favorably impressed, but her real father and grandmother were not. 
After they were married, Carol felt apprehensive about being accepted 
by Charles' family because the Cape Verdean customs were so foreign to 
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her; some she could not understand at all. Charles' mother made it a 
bit difficult for her by talking about Cape Verdean girls whom Charles 
had dated whom she had liked very much. 
Dana's wife, Kathy, met her sister for a drink one evening 
recently. Several white men asked the sister to dance, and she did; 
but, after a Black man danced with her, no white men asked her again. 
The fact that Marina's husband's skin is dark has brought about 
some uneasy moments. One of Marina's and Tony's sons was told by a 
second-grade teacher that he would never amount to anything. People 
asked Marina frequently if she was having any problems with her children 
at school. A guidance counselor told one of Marina's sons that he would 
not pass a test for the United States Merchant Marine Academy at Kings 
Point, New York. 
Kathleen found the male attitude of the Chicanos difficult to 
understand. Ann's brother's guidance counselor inappropriately advised 
her brother that he was not qualified to attend a major university. 
What connection is there between these cultural conflicts and the three 
major theories? 
Perceptual Differences caused Charles to have his Afro hairstyle 
cut before meeting Carol's parents and Carol's feeling of being at a 
loss because of her lack of knowledge of Cape Verdean ways. Perceptual 
differences caused some incidents which provoked frustration and anger 
because of Marina's husband's dark skin and the second-grade teacher's 
insensitive judgment of the ability of one of Marina's and Tony s sons. 
These differences also contributed to a guidance counselor's defeatist 
attitude regarding one of Marina's son's chances of success in taking 
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a test for the United States Merchant Marine Academy and for Ann's 
brother's guidance counselor's similar attitude and improper advice. 
Inability to Accept Cultural Differences caused Carol's father's 
and grandmother's cool reception of Charles, and Carol's incapability 
to understand the Cape Verdean male attitudes. It also caused Charles' 
mother's insistence on reminding Carol of Charles' past girlfriends and 
her fond feeling for them. The white men not asking Kathy's sister to 
dance after seeing her dance with a Black man, questions about possible 
problems of Marina's children at school, and Kathleen's reluctance to 
accept the Chicano male attitude are all examples of the inability to 
accept cultural differences. 
Analysis of Recurrent Causes of Conflicts 
Shared by Many Cape Verdeans 
Identity 
The problem of identity is augmented by the American cultural con¬ 
cept which tends to define whites by their ethnic backgrounds and Blacks 
by their skin color. The question of identity is far from being 
resolved. Cape Verdeans, on the whole, never thought of themselves as 
being Black or white--they were both and neither. America in its cul¬ 
tural ignorance has forced the Cape Verdeans to take sides, causing some 
Cape Verdeans to deny their heritage because it identifies them as Black. 
Other Cape Verdeans ignore their white genes and acknowledge their 
heritage but identify themselves with pride as being Afro-American. 
The older generation of Cape Verdeans of European and African 
heritage disclaim that they are Black or white. They acknowledge that 
93 
they are a mixture-they are from two worlds. Some older Cape Verdeans, 
in order to become successful in this country, think of themselves as 
being Portuguese and are not willing to accept the fact of any African 
heritage. Their children, however, do not deny the fact that they are 
a part of Black America. When they declare that they are Cape Verdean, 
a response such as "Aha! You're ashamed of being Black," may be par¬ 
tially responsible for their reluctance to disavow being a part of the 
Black membership. 
Before Cape Verde became an independent country, the Portuguese 
caste system placed the Cape Verdeans on a higher rung of the social 
ladder than it did the Africans from the mainland. Centuries of superior 
status affected the attitudes of the Cape Verdeans toward the Africans. 
So the values of this culture were well defined hundreds of years ago 
and are not to be easily pushed aside. Even on Cape Verde itself, some 
of the people will admit to having African blood but not to being 
African. 
Among some Cape Verdeans in America, it is not desirable to be con¬ 
sidered Black. As a consequence, they are reluctant to become active in 
the N.A.A.C.P. because it would identify them as being Black. But many 
are crossing the lines that were previously drawn and are becoming 
involved in the movements of American Blacks. 
The Cape Verdean society in America, although unsure of its real 
identity, was united until the early 1970s. After that, it slowly split 
down the middle--the younger generation who identified with the Black 
movement on one side, and the older generation who felt superior to the 
Blacks on the other. Since that time, there has been a uniting of 
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thought among Cape Verdeans that they are unique, but are within the 
Black community. Yet the ambiguity of identity is still a thorn in the 
sides of many Cape Verdeans. The Prime Minister of Cape Verde, 
Pedro Peres, may have summed up the true feelings of most Cape Verdeans 
when he said, "We have European blood as well as African, but our emo- 
tional connection--our soul--is with Africa." 
Discrimination in the Educational System 
The problem of discrimination in the educational system is still 
quite evident. Acts of discrimination create negative feelings in the 
minds of the very young when positive feelings should be being developed 
and nurtured. Using a child as an example to another child of what one 
can accomplish usually will not foster a desire to learn but will only 
reinforce the lack of ability or lack of knowledge of the other child. 
Placing a child at a much lower grade level than where he should be 
because he does not understand the language being spoken will not solve 
this problem. On the contrary, the child's apprehension, which was 
caused by the new environment, will change to fear and shame and create 
an unacceptable learning situation. Selecting three out of a group of 
50 to enter the regular high school curriculum and placing the remainder 
in a vocational program eliminates possible achievers whose contribu¬ 
tions might have improved the quality of human life. Fostering the 
belief that the Cape Verdean children are human but not equal and that 
they are citizens but only second class can only destroy any future that 
they might have. Being told that they are not going very far in this 
world and that they are certainly not college material once again could 
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be devastating. Being bussed from one community to another because the 
majority does not want their children mingling with the minority chil¬ 
dren could only create feelings of substandard human worth. 
Forcing students to decide whether they are Black or white—to take 
sides-and not recognizing different cultures is incomprehensible. Fos¬ 
tering in the minds of students unwittingly the idea that if they do 
not emulate whites they will fall in this world is forcing them to deny 
their heritage. Failure to think of them as equals and failure to 
teach them without any prejudice may cultivate aggressive behavior that 
will be directed against society in harmful ways. 
Educators are groomers of humamity. They must see each culture as 
one to observe and understand; they must see each culture as one that 
can contribute to and enrich another; they must see each culture as one 
that is equal to another; they must see the opportunity to help each 
culture to flourish; they must see the common denominators that exist 
in various cultures; but they must not see color distinctions; they must 
become color blind. 
Minority Status 
The term "minority status" forces the Cape Verdean culture to 
acknowledge that it is substandard. The term "minority" contradicts the 
term "humanity." Webster's Ninth New Collegiate Dictionary defines the 
word "minority" as follows: "A part of a population differing from 
others in some characteristics and often subjected to differential 
treatment." On the other hand, the term "humanity" is defined as "the 
quality or state of being human." 
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The term "minority," with its insinuating overtones of castigation, 
must not be used when dealing with humanity. The poison that it exudes 
paralyzes the minds and souls of those it touches. 
There should be no lines of demarcation drawn between a majority 
of the population and a minority of the population. If human beings 
are to exist in the name of humanity, they must acknowledge all cultures 
and understand their differences and, above all, they must recognize 
that all cultures are equal in human value. 
Having shown through analysis that the three major theories help 
to explain some of the causes of cross-cultural conflicts, it is now 
appropriate to investigate ways to help people prepare for cross- 
cultural encounters. In that pursuit, this next section will explore 
the strengths and weaknesses of the major approaches to teaching cross- 
cultural communication. 
CHAPTER V 
STRENGTHS AND WEAKNESSES OF MAJOR APPROACHES 
TO TEACHING CROSS-CULTURAL COMMUNICATION 
This chapter will discuss the strengths and weaknesses of three 
major approaches to teaching cross-cultural communication: (1) the 
didactic, which provides factual knowledge through lectures based on 
research, observation, and experience; (2) the experiential, which pro 
vides structured activities through which people learn how to control 
their feelings and thinking under stress and in unfamiliar situations; 
and (3) the humanistic, which openly welcomes knowledge and brings to 
this knowledge the capacity and ability to share, believe, respect, 
unite in mind, feel nature's bond, and become aware of the needs and 
emotions of others. 
Didactic Approach 
If the contents of the lectures which are given are exclusive and 
cannot be gathered on one's own, this type of presentation can be intel¬ 
lectually rewarding. However, the value of the information presented 
may be somewhat diminished because of its failure to analyze the rela¬ 
tionship of facts. 
This method often examines similarities and differences among cul¬ 
tures which can be instructive, but must be relevant to the crossing of 
cultures. Often institutional operations are considered important in a 
cross-cultural training program which may not affect or add to one s 
ability to cross cultures (Harrison & Hopkins, 1967). 
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This system of teaching does not incorporate the "self," and so the 
opportunity to gain cultural self-awareness is excluded. But students 
have discovered that the cultural self-awareness is an essential part 
of preparedness for cross-cultural communication, for without it they 
were incapable of functioning successfully in a different cultural 
environment (Gudykunst & Hammer, 1983). 
The didactic method tends to totally disregard the need to under¬ 
stand how one's culture influences one's behavior. There are few, if 
any, opportunities in a classroom of this type to interact with people 
of other cultures. Without this interaction, there cannot be a clear 
reflection of one's self in the eyes of the other. Since there is little 
need to understand the effect of culture on one's behavior, there is lit¬ 
tle attempt to teach the students how to exercise control and how to 
make the necessary adjustments when they are confronted by unfamiliar 
circumstances. The didactic method provides little accessibility to 
simulation experiences which could establish a one-on-one near-realistic 
interaction. No cross-cultural communication skills are taught, and 
limited discussion precludes the evolution of any ideas into expe¬ 
riences. 
Films are often utilized in didactic teaching, and films of a par¬ 
ticular culture can reveal the cultural roles of the people and their 
attitudes as well as the physical characteristics of the country (Downs, 
1970). A film can be a very effective tool in teaching cross-cultural 
communication, but if the film is in a language with which the viewers 
are not familiar but one which they are learning, it may not be as 
effective since "such students are more likely to focus on words and 
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phrases and to make a concentrated effort to follow them than to under¬ 
stand the subject content of the film" (Sinauer, 1967, p. 89). 
Kohls used the didactic method in his three-section approach to 
teaching, which was modeled on his work in Korea. He is the first to 
admit that the section which concentrates on facts about a particular 
country can be obtained by reading and so it should not be considered 
important lecture material. He also noted that the section which con¬ 
centrates on the traits, attitudes, behaviors, values, and patterns of 
thought of a particular culture, which in the past could only be 
delivered by a lecturer who had extensive live-in experience within a 
specific country, can now be found in books. As Kohls' third section 
is devoted to a discussion of problems that will be encountered by 
foreigners in Korea, it is obvious why his model is considered to be an 
exception to the rule, since utilization of the didactic method tends 
to mean a limited or nonexistent discussion period (Kohls, 1978). It 
may be advantageous for the teachers who choose to use the didactic 
approach to seriously consider placing a new importance on the third 
section of Kohls' concept and incorporate this discussion segment into 
their format. 
Since the didactic approach is prevalent in many cultures, it would 
be propitious to begin a cross-cultural program using this form of teach¬ 
ing when people from other cultures are being instructed. It could then 
be followed by the experiential and humanistic approaches to teaching as 
soon as possible, but the techniques which require active participation 
could be tempered to the needs of the participants. 
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Experiential Approach 
The experiential concept has the following characteristics: 
(1) instructors become facilitators with the students accountable for 
their own learning; (2) students are the center of all procedures which 
are designed to stimulate learning; (3) students must be able to cope 
with their own thoughts and feelings under conditions and circumstances 
which are new and perhaps stressful to them; (4) students should learn 
interpersonal skills which will be relevant to the other cultures; and 
(5) students must also be able to overcome problems and difficulties 
encountered in unfamiliar circumstances and under stress (Wight, 1970). 
One of the most important components of experiential learning is 
the discussion period which follows the creative use of the intellect, 
involvement of emotions, and behavioral response—reactions--to 
encounters in another culture. This step is purposefully planned to 
assist students in converting what they have perceived and experienced 
into factual material. It is structured to help students: (1) estab¬ 
lish the identity and analyze distinguishable characteristics of each 
other's cultural values, assumptions, and behaviors; (2) inspect closely 
their rational subjective responses and reactions to the procedures 
which are introduced; (3) note carefully how their own culture-acquired 
values and assumptions affected their responses; and (4) combine the 
experiential learning with theory to form a functioning whole that will 
perform in concert (Gudykunst & Hammer, 1983, p. 124). 
An experiential environment, especially one which has a warm and 
friendly atmosphere, provides an opportunity to form lasting 
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friendships across cultures. Gudykunst found, in a study of attitudes 
and interaction, that a congenial social climate was extremely important 
in stimulating the formation of friendships among the participants of an 
intercultural communication workshop (Gudykunst, 1979). Nurturing an 
atmosphere of congeniality can encourage successful interaction, 
increase personal growth, and strengthen group development. 
Moran pointed out that in the experiential approach there are bene¬ 
fits which are unique: 
... an understanding and appreciation of the life-styles 
of persons from various cultural groups; an increase in 
cultural sensitivity; the ability to adjust to new environ¬ 
ments; and the ability to function effectively with persons 
from different cultures. (Moran, 1974, pp. 6-7) 
He went further and stated that three explicit classifications of these 
unique advantages were: (1) self-awareness, (2) awareness of others, 
and (3) the interaction that occurs when people of different cultures 
encounter one another (Moran, 1974, p. 20). Improving cultural self- 
awareness increases: (1) one's effectiveness to handle intercultural 
communication problems, (2) one's ability to defer judgment when encoun¬ 
tering strange circumstances, and (3) one's desire to acquire knowledge 
about other cultures (Kraemer, 1974). 
Harrison and Hopkins felt that rather than fill a person's mind 
with facts before entering a different culture, it is more important to 
educate that person to be able to generate his own learning within that 
culture. To do so, he must be made aware of the effects that a foreign 
culture can have on his "inner self" during the learning process and 
acquire the competence necessary to deal with them (Harrison & Hopkins, 
1967). 
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Many techniques used in experiential-interactive learning can be 
used in self-awareness schooling. Some examples are: role playing, 
simulations, group discussions, and cross-cultural interactions, but to 
use them all with participants from other countries is perhaps unwise. 
However, cultural awareness can be stimulated through discussion, role 
playing, and simulations. Hall believes that one cannot achieve inter- 
cultural awareness until one understands one's own culture, impossible 
until one lives among the people of another culture. Only then can one 
really see how one's culture affects one's behavior (Hall, 1976). In 
using the experiential approach in the classroom, a consciousness of and 
a sensitivity to intercultural awareness can be educed, but only a 
live-in experience in another culture can reveal how one's culture 
influences one's behavior. 
Humanistic Approach 
Humanistic culture learning takes place as an act of the 
whole person, not just as an act of the learner's mind. 
And, since culture learning is a two-way interaction, rather 
than a one-way action, the quality of the personal or human 
feelings involved makes a big difference in what is or can 
be learned. (Walsh, 1979, p. x) 
The humanistic approach openly welcomes knowledge and. it brings to 
this knowledge the capacity and ability to share, believe, respect, 
unite in mind, feel nature's bond, and become aware of the needs and 
emotions of others. 
The humanistic approach goes far beyond the developing of cultural 
awareness. It attempts to involve the human capacity to view cultures 
to the world community. Urch noted that. in their relationship 
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Scientific and technological development have helped to 
produce a complex interdependent world in which nations are 
dependent upon the behavior of humans not known to each 
other. (Urch, 1983, p. 7) 
The humanistic method of teaching enables people from different 
cultures to share knowledge through acts of trust by revealing to each 
other their own value systems which disclose important differences. For 
example, the American value of majority rule, although written into law 
in Japan, is overruled by the Confucian ethic of unanimity. The "rights 
of the minority" are highly respected and so a consensus must be 
arrived at. For "no one must ever be completely defeated, because if 
he is, he cannot hold up his face" (Steinberg, 1964). Through the 
humanistic approach, the effects of a culture's values on its members 
and the effects of that culture's values on members of other cultures 
are revealed through group interaction, an exercise which may provoke 
stress but will inseminate awareness and respect for other cultures. 
This approach also enables people from different cultures to share the 
experience of working together in an atmosphere of respect and coopera¬ 
tion where understanding can take root and communication can 
flourish. 
Walsh emphasized that the following humanistic modes of culture 
learning--history, language, world views, law, leisure time, and the 
arts--are critical to comprehending a culture's structure in depth 
(Walsh, 1979). 
History 
Learning how a culture's history relates to its present beliefs 
and its conduct and learning how strong its cultural bonds are to the 
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past are essential to understanding a culture's fundamental frame¬ 
work. 
Language 
Neither the written language nor the spoken language of a culture 
is crucial to culture learning. But an internalized knowledge of a 
language--a process which goes on entirely without awareness in which 
the ability to think in the language is spontaneous—is highly desirable. 
It enables one to join the in-depth language structure to the superfi¬ 
cial structure without distortion; thus, it can contribute in great 
measure to one's understanding of a culture's fundamental framework and 
provide an opportunity for meaningful communication to take place 
(Chomsky, 1972). However, the fact remains that nonverbal language will 
always surpass the verbal or written language as an effective communica¬ 
tor of ideas and feelings across cultures. 
World Views 
The "world view" mode of culture learning expresses how a culture 
views the existence of the world and the universe, how it affects man's 
relationship to nature, how it affects his relationship to other human 
beings, and how it affects his view of "self." The concepts which 
result form the roots of a culture's values and help to define a cul¬ 
ture's objectives and establish precedents. 
Law 
Since the concepts and values of a culture become reality when they 
take the form in the law of the culture, the law becomes the key to the 
door of the inner nature of the culture. The value of this mode of 
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culture learning can be realized only if the information that is 
acquired comes from the rule of law and not the rules of law. For the 
rule of law represents the people; the rules of law may or may not stem 
from the rule of law. The law reveals whether a culture is governed by 
nature or by man's needs; thus one can discern whether or not a culture 
is impervious to change or is adaptable to change if its social condi¬ 
tions dictate. 
Montesquieu brought out in The Spirit of the Laws that the law of a 
culture and its laws mirrored a culture's ambitions, ideals, values, and 
attitudes (Encyclopedia Brittanica, Inc., 1952). Walsh suggested three 
methods of studying the law and the laws of a culture that could enable 
one to learn these most important aspects: (1) deductive, (2) inductive, 
and (3) comparative. 
Montesquieu explicitly stated that the deductive method of adapting 
the mode of law to culture learning is as follows: 
I shall first examine the relations which laws bear to the 
nature and principle of each government; and as this princi¬ 
ple has a strong influence on the laws, I shall make it my 
study to understand it thoroughly, and if I can but once 
establish it, the laws will soon appear to flow thence as from 
their source. I shall proceed afterwards to other and more 
particular relations. (Encyclopedia Brittanica, Inc., 1952, 
p. 3) 
Kluger applied the inductive method of culture learning in his book, 
Simple Justice, to reveal the in-depth values of a culture and the con¬ 
flicts of those values which brought about the momentous desegregation 
of schools through the decision by the Supreme Court regarding the 
Brown v. Board of Education case (Kluger, 1976). As each significant 
factor was uncovered, each led to other more important factors of the 
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culture, until the very hearts and minds of the people were laid 
bare. 
The comparative method of culture learning looks at and compares, 
for example, a similar problem in two cultures and researches the solu¬ 
tion by uncovering the differences and similarities of law. All three 
methods are striving to find the answers to the multi-faceted question 
that Walsh asked: "What is the thinking behind the law, what values 
does it represent and enshrine?" (Walsh, 1979, p. 110). 
Leisure Time 
How leisure time is used in a culture discloses a great deal about 
the in-depth structure. For leisure is a mode of culture learning that 
reveals the thoughts and actions which occur during the time when one is 
free from work and duties and it is entirely unabashed. 
The Arts 
Art is another illuminating mode of culture learning. It utilizes 
the imaginative skill of a people which reflects their values, their 
beliefs, and their thinking in the art forms which they create. What 
form the art takes, whether it be paintings, sculpture, architecture, 
poetry, music, or dance, will unveil a culture which has as its priority 
religion, nature, man, or technology. Some art forms reveal whether or 
not a culture is fluid or traditional; whether or not a culture is com- 
passionate, warm, and friendly-a free people-or cautious, apprehensive, 
and suspicious--a controlled people; whether or not a culture is 
ritualistic or informal. 
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There is a powerful interaction between the arts of a culture and 
that culture. Art forms can bring to the surface thoughts and feelings 
which are present but of which the people are unaware. Munroe stated 
that "works of art can put them into concrete, personal symbols which 
make people more vividly aware of their human significance" (Munroe, 
1983, p. 488). Langer wrote that: 
Above all, however, art penetrates deep into personal life 
because in giving form to the world it articulates human 
nature: sensibility, energy, passion, and mortality. More 
than anything else in experience, the arts mould our actual 
life of feeling. (Langer, 1953, p. 401) 
Summary 
Having considered some of the strengths and weaknesses of the 
didactic, experiential, and humanistic methods of teaching cross-cultural 
communication, it is quite evident that no single approach would be as 
effective as a combination of all three, i.e., the didactic approach to 
the extent that films are appropriately used and that discussion periods 
are considered important combined with a strong emphasis on the experien¬ 
tial and humanistic methods. Often those who use the didactic system do 
not regard self-awareness, cultural effects on behavior, or interaction 
with people of other cultures as essential to cross-cultural teaching. 
The experiential approach affords the opportunity of learning how to deal 
with one's own feelings and thoughts and how to control one's emotions 
when confronted with stress in foreign situations. It also provides the 
opportunity to learn how to understand and to appreciate other cultures 
and how to effectively communicate with the people of these cultures. 
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The humanistic approach expands the horizons of cultural learning by 
viewing cultures as parts of a united world community dependent upon 
one another for survival. In this approach, there is an essential 
requirement--an act of trust--which would open up the cultural value 
systems for all to see. With the differences visible, they could be 
dealt with. And a foundation could be constructed of respect for one 
another, of a desire to help one another, and of a deep resolve to keep 
the lines of communication open to one another. 
All of the aforementioned methods of teaching can be utilized in 
an attempt to create an intercultural person who has: 
... a greater capacity to overcome cultural parochialism 
and develop a wider circle of identification, approaching 
the limit of many cultures and ultimately of humanity itself. 
. . . The process of becoming intercultural . . . is like 
climbing a high mountain. As we reach the mountaintop, we 
see that all paths below ultimately lead to the same summit 
and that each path presents a unique scenery. (Gudykunst & 
Kum, 1984, p. 232) 
CHAPTER VI 
SOME GENERALIZED STRATEGIES THAT CAN BE DESIGNED 
TO OVERCOME CROSS-CULTURAL CONFLICTS 
Program Design for Breaking Through 
Cross-Cultural Barriers 
The need for cross-cultural education becomes more evident as the 
interdependency of nations becomes more acutely visible. The visibility 
occurs through the misuse of natural resources, which can desecrate the 
environment; through overpopulation, which can exert stress on world 
economic and social structures; and through the lack of knowledge of 
other cultures, which can provoke conflicts which may threaten mankind. 
All cultures must be alerted to the effects that these issues can have 
on human survival and, with this knowledge, they must nurture a desire 
to reach out to one another, to understand one another, to learn from 
one another, and to share in the solving of one another's problems. 
This chapter will develop a program which will take into considera¬ 
tion the review of literature, the research methodology, the major 
approaches to teaching cross-cultural communication, the examples of some 
of the cross-cultural conflicts experienced by members of a specific cul¬ 
ture, and the suggested reasons why these cross-cultural conflicts have 
taken place. 
The program is designed to encourage people to knock down the 
invisible walls of ignorance and prejudice that surround them, to see 
each other through each other's eyes, to share and to cooperate while 
working toward common goals, and to enjoy each other. It will seek. 
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(1) to challenge stereotypic thinking; (2) to achieve a high quality of 
communication by helping people observe the differences and similarities 
of cultures; (3) to stimulate and enable participants to look at them¬ 
selves closely and see what causes them to behave the way that they do; 
and (4) to find out what positive effect one's culture has on other 
cultures and what negative effects it has because of ignorance and 
insensitivity to the needs of others. 
Plan 
This section will offer some suggestions which will attempt to help 
prepare people to cross cultures with ease: (1) to point out the basic 
considerations of group-style learning; (2) to clarify group responsi¬ 
bilities; (3) to have students take part in an actual simulation which 
will demonstrate to them the essential need to participate; (4) to stimu¬ 
late an awareness of unconscious behavior; (5) to use role-playing and 
role reversal with a critical incident; (6) to employ analytical ques¬ 
tions to promote discussion; (7) to improve the ability to observe the 
behavior of others; (8) to demonstrate the power of unity and sharing; 
(9) to introduce folk media as cultural penetrants; (10) to use simula¬ 
tions to prepare students to solve problems of human interaction, 
(11) to make certain that learning takes place and that learning can be 
effectively applied in the future; (12) to use situational exercises to 
allow students the freedom to improvise and be spontaneous; and (13) to 
explore the major elements of nonverbal communication. 
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Basic Considerations of Group-Style Learning 
The facilitator will observe and act as a consultant when needed. 
He or she will listen attentively to the groups in discussion to antici¬ 
pate any difficulties that might prevent a group from working well 
together. Basic considerations would be as follows: 
1. The topic should be carefully chosen so that the par¬ 
ticipants will want to become involved; there should 
be several solutions available from which to choose— 
not just one. 
2. An authoritative person should not be allowed to assume 
control of the discussion because it discourages others 
from taking part. 
3. No one should be forced to speak. It usually is only 
a matter of time if the situation is handled skill¬ 
fully before a shy individual will be willing to do 
his thinking aloud. 
4. A participant who is extremely talkative should be 
encouraged to be an observer-one who moves from group 
to group listening carefully and verbally contributing 
what he has learned from his observations when sum¬ 
maries are being presented to the main group. 
5. One who constantly softens the discussion, preventing 
any healthy conflicts should be advised that his con¬ 
ciliatory efforts can most effectively be applied when 
the discussion is being summarized and concluded. 
6. A student leader should be selected by the facilitator 
to direct the activity; this act of trust in one of 
the group members will be reciprocated by respect. 
(Guild, Urch, & Wilk, 1972, pp. 96-98) 
Group Responsibilities 
Vella used the analogy of the bicycle to represent the essential 
responsibilities of the group. In order for the bicycle to move forward, 
the task role wheel and the group maintenance wheel must be rotating 
properly. Their roles are illustrated in Table 4. 
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TABLE 4 
TASK ROLES AND GROUP MAINTENANCE ROLES 
TASK ROLES GROUP MAINTENANCE ROLES 
Initiating and clarifying 
tasks. 
Calling people by name. 
Keeping to the point. Gate keeping; making sure that 
no one is left out. 
Recognizing peripheral issues 
and shelving them if appro¬ 
priate. 
Reflecting back what has been 
said. 
Summarizing arguments. Clarifying what has been said. 
Moving to a vote or to a plan 
of action. 
Joking. 
Time-keeping. Resolving conflict. 
Showing gratitude and 
appreciation. 
SOURCE: Jane K. Vella, Learning to Learn (Amherst, MA: Center 
for International Education, University of Massachusetts, 1979), 
p. 29. 
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Why Is Participation Important? 
A simulation, "Why Is Participation Important?", can be found in 
Technical Note No. 20, Designing and Using Simulations for Training, 
which is part of a series based on the experience of staff members work¬ 
ing with PENMAS, the Directorate of Community Education of the Ministry 
of Education and Culture in Indonesia, and with the Center for 
International Education at the University of Massachusetts. 
This particular simulation has been chosen primarily because its 
subject is essential to group-style learning, that of participation, and 
also because of the clarity and detail of the presentation. The specific 
goal of each of the three groups participating in the simulation was to 
design a one-year typing course for about 10 students. Of the three 
groups that were involved, the first was able to come up with the most 
complete plan. The reason for this was that specific information was 
given to the role players to begin with who became the interviewees of 
the members of Group I. Even though only three of the 10 students were 
interviewed, all the group members were actively involved in formulating 
the plan. 
The second group was able to come up with a fair plan, but one which 
was incomplete. Even though all of the available students could be 
interviewed by all members of the group, only a chosen few from Group II 
were allowed to interview the representatives of businesses, organiza¬ 
tions, and working typists who were made available only to this group. 
Although some of the information was good, the picture was incomplete. 
The third group, although failing miserably in the achievement of their 
objectives, because of the isolation from any other participants and no 
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access to any information, no doubt learned more about the importance 
of participation than any other students who were involved in this 
simulation because their culture became the dominant factor in the 
decision-making (Direktorat Pendidikan Masyarakat and the Center for 
International Education, 1983, pp. 7-10). 
The Importance of Stimulating an Awareness 
of One's Own Unconscious Behavior 
The following is an example of stimulating an awareness of uncon¬ 
scious behavior and the change of attitude which occurred when the 
behavior was recognized: 
The task group was composed of six students and one profes¬ 
sor. The group had met an impasse; nothing was happening. 
As we in the larger group attempted to explore with these 
seven participants the situation in their small group, the 
professor pointed a commanding finger at one of the students 
and said in harsh tones: 'Tell them what you said as we 
began the meeting!' The young man was so startled by this 
gesture and this statement that he jumped and dropped his 
coffee cup! We all laughed and the skillful facilitator 
asked the two to freeze the action right there and replay 
what had just occurred. It was rather like a rerun of a 
videotape--instant replay. 
The older man did not point his finger this time, but 
gently turned to the student and asked him in a mild tone: 
'Why don't you explain how you began the meeting. . . .' 
All of the workshop participants laughed delightedly and 
began to tease the professor: 'That's not what you did!' 
The professor was honestly surprised to learn that he had 
changed his tone and gestures; his original statement and 
body language had been quite unconscious. When he was able 
to explore the role he had unconsciously taken, he very 
willingly and consciously chose a gentler approach. 
(Vella, 1979, p. 34) 
A thorough discussion should follow immediately so that all will 
benefit from the significance of the event. The characteristics of small 
group discussions which render them so valuable are as follows: 
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Discussions place more of the responsibility for learning 
upon the student; he or she must contribute or there simply 
won t be a discussion. They use the resources of the group 
in large part, and don't depend upon outside stimuli for 
information or to do the teaching job. They also provide a 
sense of participation among the group. (Guild, Urch, & 
Wilk, 1972, p. 95) 
Role Playing and Role Reversal 
Using a Critical Incident 
After becoming aware that unconscious behavior does exist, an 
exercise in role playing would probably be considered a wise approach to 
the eliciting of basic cultural concepts. Begin by setting up a critical 
incident, one that does not have an easy solution. An example would be: 
You have come upon your offspring in the act of drinking liquor, and it 
soon becomes apparent that this is not just an act of curiosity but that 
your 14-year-old is an alcoholic. Have the groups act this situation 
out utilizing a videotape before roles are reversed and when they are 
reversed. Then replay the tape before any discussion, but also during 
the discussion if requested to confirm facts. The solutions that will 
be suggested by the participants will reveal some of their own cultural 
values and attitudes. 
Propose Analytical Questions 
to Promote Discussion 
The following questions were used in a recent developmental program, 
and these or others which are similar would be appropriate to analyze a 
specific issue: 
1. What do you see happening here? 
2. Why does it happen? 
3. Does this happen in your life? 
4. If so, what problems does it cause? 
5. What can we together do about it? 
(Vella, 1979, p. 20) 
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Until the participants have become known to the facilitator and to each 
other, Question Number 3 should be omitted unless individuals volunteer 
personal information. 
Improve One's Ability to Observe 
the Behavior of Others 
The following technique should be used before group discussions have 
taken place. It will help the participants to improve their observation 
skills and it will also help them to become aware of the various 
behaviors of group participants when they are involved in a controversial 
topic of discussion. Use a room, if possible, with a thickly carpeted 
floor. Ask groups of four to sit on the floor in small circles and 
groups of four to encircle each of those groups. Each person in the 
outer circles would be responsible for one person in the inner circles 
and would take notes to refer to later. For instance, if the incident 
previously mentioned were acted out, the observers would be asked to tell 
what they had perceived was happening and then the inner groups would be 
given the opportunity to explain their reactions and behavior. 
Demonstrate the Power of Unity and Sharing 
In order to demonstrate to the participants in a very short time the 
power of unity and sharing, Vella has suggested a very simple learning 
process, in which the facilitator invites the whole group to listen as he 
reads off an unrelated list of items: 
Each participant is asked to write all twenty items. They 
have three minutes for this. At the end of three minutes, 
participants are asked, 'How many have twenty? Nineteen? 
Eighteen?' etc. Then they are invited to work in pairs for 
three more minutes. The same question is asked of the pairs. 
Then they are invited to work in quartets . . . and finally 
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groups, which go on to help other groups until all have the 
same item. (Vella, 1979, p. 46) 
Then each group discusses what it learned from the exercise and then 
shares its feelings and discoveries with the whole group, of course, 
reaching the conclusion that the power of unity and sharing is 
mighty. 
Introduce Folk Media as Cultural- 
Thinking Penetrants 
Folk media are an excellent source of material to gain entrance 
into the inner thoughts of a culture in order to promote understanding: 
In order to communicate effectively, educators must under¬ 
stand the structural conditions in which the thought and 
language of the people are theoretically and dialectically 
framed. (Freire, 1968, p. 86) 
This is why it is so important when learning about a new culture to 
exhibit a sincere interest in its proverbs, dances, music, art, poetry, 
legends, and stories, because then the people will respond whole¬ 
heartedly, revealing their innermost cultural thoughts. One's own cul¬ 
ture should not be discussed unless there is an unfeigned inquiry by 
members of the other culture. Then "... the common heritage of uni¬ 
versal values" (Vella, 1979, p. 50) will be discovered. Harold 
Courlander put it very well when he stated: 
The oral literature and traditions of the African people com¬ 
municate to us the scope and nature of our common identity. 
We discover there, if we have not already surmised it, how 
much we share, our views about good and evil, about what is 
pompous and vain and what is moderate or immodest, and our 
standards defining the mutual responsibilities of the group 
and of the individual. We discern common desires, aspira¬ 
tions, strengths and foibles, and a familiar vision of.man 
as a special creation of deity or nature. With recognition 
comes the insight that non-Africans are no less exotic in 
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their customs and beliefs than anybody else, and that, in 
the end, the similarities of outwardly contrasting societies 
are more impressive than the differences. (Courlander, 1975, 
P- 2) 
Courlander emphasized that folk media, although important to the 
survival of the Africal culture, are more important to the reason for 
its survival: 
Man in Africa, as elsewhere, has sought to relate his past 
to his present, and to tentatively explore the future so 
that he might not stand lonely and isolated in the great 
sweep of time, or intimidated by the formidable earth and 
the vast stretch of surrounding seas. In his myths and 
legends he bridges back to the very dream morning of crea¬ 
tion, while in his systems of divination he projects him¬ 
self into time not yet come; in his epics he asserts the 
courage and worth of the human species; in his tales he 
ponders on what is just or unjust, upon what is feeble or 
courageous, what is sensible or ridiculous, on what moves 
the spirit to grief or to exultation; in his proverbs and 
sayings he capsulates the learnings of centuries about the 
human character and about the intricate balance between 
people and the world around them. What we, standing on 
the periphery, see as lore and tradition, is the accumula¬ 
tion of experience that has made mankind in Africa capable 
and confident in the endless effort not only to survive, 
but to survive with meaning. (Courlander, 1975, p. 1) 
When one delves into the heart of a culture through its folk media. 
one opens the petals of a cultural flower and reveals the beauty at its 
center. Courlander pointed out that part of this beauty, a culture s 
similarities to other cultures and its differences from other cultures, 
are constantly updated through oral communication: 
The oral literature of Africa reflects ideas, themes, sup¬ 
positions and truths that are widely shared at the same 
time that it reveals creation unique to, and particularized 
by a tribe, village, or region. A tribe may be united with 
a mainstream of African traditions and yet have legends of 
its own heroes, kings, demigods, its own conflicts and 
migrations, and its unique ancient origins. A village may 
reshape, to its liking, a widespread tale. A narrator may 
embellish, recast, and redefine stories known elsewhere and 
119 
give them the mark of his own creative genius or compose new 
narratives out of the experiences of day-to-day living 
(Courlander, 1975, p. 3) y 9* 
Introduce the Technique of Simulations as a Prenarpr 
for Problem-Solving Related to Human Interaction- 
Simulations are techniques which deal with events and situations 
which may provoke conflicts. They help to prepare people to handle 
problems which are related to human interaction. Roles are carefully 
structured, but they are the only part that is controlled. The unveil¬ 
ing of the issues at hand and what evolves brings out an awareness of 
the real causes of the responses and reactions which present themselves. 
Participants begin to reflect on past experiences and they begin to see 
how culture-dominated they were and how important it is to keep an open 
mind and look at what is happening among human beings with a clear 
vision. Not only will the participants learn about situations that may 
be encountered in the future but they will come to realize that there 
may be several alternative solutions to a problem, and not just one. 
Make Certain That the Learning That Takes Place 
Can Be Used in the Future 
The most important part of the simulation begins after the activity 
itself. Sufficient time must be carefully allotted for a thorough dis¬ 
cussion. Clarify anything that is not understood about the simulation 
and then make sure that all participants have learned from the experi- 
i, 
ence and can use this new-found wisdom in the future. 
When writing a simulation, there are five questions that should be 
uppermost in one's mind: 
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1. What is the problem(s) the learners will experience by 
participating in this simulation? 
2. What means does the simulation give the learners to 
resolve the problem(s)? 
3. How do the strategies (roles, groups, games, etc.) in 
the simulation demonstrate the extent and the nature of 
the problem(s)? 
4. How might what the learners 'did' and what they 'felt' 
during and after the simulation express the complexity 
of the real-life problem(s) in the simulation? 
5. How will the learners' participation in the simulation 
give more clarity and understanding of the problems 
involved? 
(Direktorat Pendidikan Masyarakat and Center for 
International Education, 1983, pp. 27-28) 
Employ Situational Exercises to Allow for Freedom 
of Improvisation and Spontaneity 
Situational exercises, although similar to role play, do not force 
behavior. They free the actors to think quickly and to react in 
response to their own cultural backgrounds when in unfamiliar settings; 
the spontaneity of the action can afford an unobstructed view of their 
values and attitudes. A discussion should follow using these suggested 
questions or similar questions: 
1. What was each of the individuals trying to accom¬ 
plish? 
2. What were the problems? 
3. What differences did you notice in each individual's 
behavior? What nonverbal differences did you 
observe? 
4. How do you think each felt during the scene? 
(Guild, Urch, & Wilk, 1972, p. 57) 
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Explore the Major Elements of 
Nonverbal Communication 
The major elements of nonverbal communication can be illustrated 
through role plays, situational frames, and simulation games in which 
the following dimensions will be explored: 
a. Looks, dress, and grooming; 
b. The use of space between people (1proxemics'); 
c. Movements of the body, gestures, facial expressions 
(1kinesics'); 
d. Touching behavior of people ('laptics'); 
e. Use of the eyes--eye contact or avoidance 
('occulesics'); 
f. The timing and rate of speech transmissions 
('chronemics'); and, 
g. The meaning of time--period and duration. 
(Guild, Urch, & Wilk, 1972, p. 110) 
Advise participants that when they are observing role play or 
situational exercises which will incorporate the above dimensions, they 
should be prepared to discuss only nonverbal behavior. The exercises 
will reveal to the participants who are performing in the roles or 
situations how totally unaware they are of their nonverbal behavior, 
which says so much. 
When role plays are being used, it is important that the instruc¬ 
tions on how roles are to be acted out are given accurately. No roles 
should be revealed to the other actors. A thorough discussion should 
follow using the questions stated on Page 120 and adding two additional 
questions below or similar ones: 
1. What was each of the individuals trying to accom¬ 
plish? 
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2. What were the problems? 
3. What differences did you notice in each partici¬ 
pant's behavior? What nonverbal differences did 
you see? 
4. To what extent was the behavior of each person 
suitable to his task? How effective was he or she? 
5. How do you think each felt during the encounter? 
How could you tel 1? 
6. How might you have approached the role? (any one) 
(Guild, Urch, & Wilk, 1972, p. 64) 
Invite others from the observers' group to take acting roles. Use video¬ 
tape equipment, if possible, and let everyone see the first role play 
before new actors take over. 
Whether the simulation game that is used is purchased or created, 
these questions or similar ones should be used in the discussion that 
follows the game itself: 
1. What happened during the game? 
2. Who 'won' and who 'lost'? 
3. How did you feel during the game? How do you feel 
now? 
4. How do you feel about the others? 
5. What would you do differently? 
6. Why do you think people acted as they did? 
7. What was inevitable about the game? What was under 
the participants' control? 
8. If a simulation, how accurate do you think it is? 
(Guild, Urch, & Wilk, 1972, p. 75) 
The sensitivity of a program of cross-cultural learning demands an 
approach which will appeal to the sympathies and frailties of man and 
which must be carefully orchestrated in an appropriate setting. 
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Group-style learning, which has just been considered in this section, 
seems to fulfill these requirements. And if the utilization of human 
resources is incorporated into a program of this type, an additional 
factor of enrichment would then be added which will affect the lives of 
the participants dramatically. 
Utilization of Human Resources 
Human Resource Tapping 
Contact foreign student advisors in other institutions of higher 
learning and invite them to encourage their advisees and American stu¬ 
dents to form a network of cross-cultural activities with similar stu¬ 
dent combinations from other colleges. Also, seek out members of the 
community who were foreign-born and who would be interested in working 
with these students to promote the development of meaningful cross- 
cultural bonds. 
Reverse Human Resource Tapping 
Encourage the foreign-born members of the community to welcome 
these students into their cultures. The manner in which their cultures 
are introduced should probably be determined by them; however, if 
requested to do so, suggestions such as dinner invitations and/or 
invitations to attend and perhaps participate in some of their cultural 
events may be proposed. Unfamiliar cultural settings will alert the 
students to the fact that they are entering a new experience, one in 
which they should become entirely immersed. If there are puzzling 
incidents which occur, they should be analyzed soon after the event or 
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situation has presented itself by asking themselves the following 
questions: 
(1) How valid was my perception of what happened? 
(2) Why did I react the way that I did? 
(3) Why did the others concerned react the way that they 
did? 
(4) Did what happened teach me anything about myself? 
Before the students accept the hospitality of these benevolent 
people, it could be extremely helpful to utilize cultural assimilator 
exercises. They provide examples of what may occur during human inter¬ 
action when cultures are being crossed. Students are required to analyze 
a situation which is presented to them and to select from several possi¬ 
ble solutions the one they believe to be the best. The facilitator then 
questions the reasoning for each solution and saves the correct one for 
last. The advantages of this technique can be twofold: (1) It can lead 
to one's better understanding of another culture, and (2) it can rein¬ 
force one's awareness of a culture's influence on behavior and response. 
And before any field experience is attempted, doubts and fears that 
the participants may have must be removed. This can be accomplished 
through group discussions which are conducted in a relaxed and receptive 
atmosphere where people will be open-minded and honest in expressing any 
anxieties that they may have. 
If the students are indeed invited to the homes of foreign-born 
Americans for a meal, they will find that the setting will naturally pro¬ 
vide a congenial environment where conversation will flow while everyone 
is enjoying his food. The food itself can be an informative cultural 
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topic together with its preparation and the manner in which it is 
served. The family's cultural art and music may be evident, affording 
wonderful topics of conversation for cultural learning. The family may 
delight in discussing certain customs that they still observe. But it 
is important to remind all the participants who are welcomed into the 
various homes that they must never delve into the heart of a family's 
life unless the family itself chooses to do so. 
Advise the students to make themselves welcome in the homes of 
their hosts so that they will hope to be asked to return. Another meet¬ 
ing with the same family later on could give the participants the oppor¬ 
tunity to make comparisons. In addition, the advantages of a second 
visit might reveal some internal values that were impossible to perceive 
at the first meeting; whereas, at the second meeting, the people would 
feel more comfortable with the students and would be willing to talk 
more openly. 
Unite Mixed Cultural Groups 
Invite college students of different cultures to join cross- 
cultural communication classes by taking part in the planning of 
international luncheons. The presence of various cultures will intro¬ 
duce the participants to real-life stress situations. This stress can 
be somewhat assuaged through unanimous participation in the preparation 
and arrangement of the luncheons and supplementary activities. The 
group of students who are assigned the responsibility of a specific 
luncheon must be well prepared to discuss and answer questions relating 
to the cuisine of its culture and why it may be different in various 
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regions. The topic of food as an excellent cultural opener could then 
be followed by an exhibit of art, music, dress, dancing, or the telling 
of stories, riddles, proverbs, legends, and then progress prudently into 
discussions of deeper concerns such as family life, work, dating, customs, 
the treatment of elders, and the importance of friendships. 
Participation in a joint effort as just described unites those who 
are involved in sharing and in feeling. Working together in close con¬ 
tact with one another can promote cross-cultural bonds which may never 
be broken and which may grow stronger. Encourage all those who are 
involved to share the responsibility of conducting informative and pro¬ 
ductive cross-cultural events as their respective colleges through 
rotation. 
Presentation of Material 
Introduction 
The following information will identify the material and its purpose 
in being incorporated in this cross-cultural program design: 
1. An African classic will be read and discussed, to open the 
eyes of the culturally unaware and stimulate their interest. 
2. Folk music will be introduced, to demonstrate how revealing a 
culture can become through its music. 
3. Maps will be made available to the students, to make it possi¬ 
ble for them to make a meaningful correlation between a culture's music 
and the geographical area from which it originates. 
4. Regional dishes of the world will be illustrated on maps, to 
familiarize the students with the foods of various cultures, the 
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similarities as well as the differences, the influence that location has 
on the types of food, and the realization that a culture's food can help 
one understand its people. 
5. Selected articles from a documentary history of international 
education will be given to the students, to show them how cross- 
cultural education has developed since the days of the Roman Republic, 
how important it is as an element of a basic education, and how essen¬ 
tial it is that different cultures communicate with one another and work 
together toward a united world. 
6. American characteristics as determined by a citizen of another 
country in 1835 and American characteristics as they appear now will be 
thoroughly aired, to reveal which characteristics are still very evi¬ 
dent, which are directly opposed, and which have been modified in some 
way and why. 
7. An introduction to folklore will be presented through proverbs 
and sayings before tales of folklore are assigned to be read, to help 
the students to understand the culture being studied and afford them 
an enjoyable experience. Riddles, which are image rich, are another 
form of folklore which will be used to stimulate and develop thinking 
and understanding beneath a culture's surface. 
8. Art and folklore will then be combined, to help those students 
who have had difficulty detecting cultural characteristics through 
literature but who may more readily discover cultural characteristics 
through various forms of art. 
9. Since religion is often at the heart of a culture's folklore, it 
will be noted but only to the degree that it affects a culture's aspect. 
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10. Simulations, case studies, films, videotape cassettes, cross- 
cultural value cards, exercises to discover values, and lists of 
implicit cultural assumptions will be used to stimulate and develop 
intercultural awareness, and a cross-cultural analysis exercise will be 
used to show not only that culture-determined behavior exists but that 
it is responsible for cultural conflicts. 
Proposed Program 
Chinua Achebe's Things Fall Apart 
At the first meeting, appropriate lists of questions relative to 
the first few chapters of Chinua Achebe's first novel. Things Fall Apart, 
will be given to the students for use in small group discussions to help 
them discover some of the cultural issues which are involved. 
The following is an example of how the book will be discussed and 
what type of questions will be asked: 
The students will be asked to transport themselves to Okonkwo's 
environment, the village of Umuofia, and to picture before them a huge, 
tall man with bushy eyebrows and a wide nose, who breathes heavily, with 
a springy walk, a slight stammer to his speech, and fists which are ready 
to explode when his words are too slow, and with no tolerance for failure. 
They will then be directed to envision Okonkwo's father, Unoka, who has 
died 10 years earlier. He was "tall," "thin," "stooped," and "lazy," 
could care little about the future, lived for the present, owed money 
to everyone, and was happiest when playing his flute with the village 
musicians (Achebe, 1959). 
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Setting a stage and creating an atmosphere within which the 
characters can appear natural makes it possible for the readers, the 
observers, to become immersed in the feelings and thinking of those who 
are the real participants. Questions should be asked which search 
beneath the surface. For instance, when Okoye comes to visit Unoka, 
what can really be heard in the imagery of Unoka's flute playing? Ques¬ 
tions should also seek out ritualistic behavior. For instance, how does 
Okoye get to the purpose of his visit to Unoka? Questions should also 
investigate customs. For instance, what is the significance of what 
Unoka's elders say with regard to the sun shining on those it hits 
first? Questions should also look at a culture's regard for status, 
age, and achievement. In Okonkwo's culture, having no title and being 
in debt means failure in the eyes of Unoka's son. In America, is the 
son judged according to his father's status in the community? How 
important in the American culture are the values of respect for age and 
for achievement? There are many important cultural aspects to consider 
beyond those just mentioned, and particular care must be taken not to 
overlook any that will contribute to the understanding of a culture and 
its people. 
The reason that the students are only provided with questions, like 
those above, on the first few chapters is that the knowledge that they 
will need to have in order to fully experience this cultural adventure 
has not yet been learned. When the students have almost completed the 
course, there may not be any reason to further provide questions when 
these discussions are resumed if the participants have become aware of 
their own cultural behavior and its causes; they will then be better 
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prepared to understand another culture's behavior and its causes and to 
have respect for that culture's values. 
Folk Music of the Caribbean Islands, the Middle East. 
South Asia, Africa, and Oceania 
The folk music from these areas has been selected because of its 
diversification and its quality of fascination. But this choice should 
be treated only as a guide because circumstances and availability of 
foreign resources will dictate the cultural music that will be investi¬ 
gated and presented in each program. Whether or not the music of several 
cultures or one is to be studied, it is suggested that the main cultural 
influences that affect the music be introduced as well as the types of 
music and the instruments which are used to play the music. The facili¬ 
tator should become familiar with this information before presenting any 
recordings, videos, or live music to the students. 
Unless the class is composed of a majority of people who are music 
teachers or musicians, the best way to present the music material so that 
it will be a poignant experience-one that will be remembered and have a 
lasting impression on the class members--is to actually present the 
music itself, played by people from the particular country or countries 
being represented, and using the instruments which are played by musi¬ 
cians in that country. 
Write to the directors of conservatories in major cities in your 
section of the country and explain what you are trying to do and ask for 
their suggestions and assistance. If you find that you are getting 
affirmative responses, then it might be a good idea to discuss with the 
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hotel-restaurant division of your college the possibility of combining 
an international luncheon with entertainment by the students from 
various conservatories who would play instruments and/or sing folk songs 
from their native lands. Some of the folk songs which have become 
widely known could be sung by all to the accompaniment of the music 
played by the students. 
If it is impossible to attempt any arrangements similar to those 
mentioned above, a good substitute would be to ask a student from your 
college who is a good guitarist to look over some of the folk songs that 
you wish to include in your program. Once he becomes familiar with the 
music, then pass out the scores with the words to all those taking part 
and what happens next could prove to be a most enjoyable experience. It 
could also be instructive by giving the students an idea of the tempo 
and the rhythm of the various folk songs, while the lyrics conveyed what 
the cultures deem important enough to sing about. 
The primary purpose of such an experience is to stimulate the desire 
to learn more about the cultures whose music the students are hearing and 
to help them become aware of the different tempos and rhythms that stem 
from various cultures and how these tempos and rhythms reveal the feel¬ 
ings of the people. After listening to a particular tune or song that is 
representative of the culture, ask the students how they feel about the 
music. Use small-group discussions so that information that is contrib¬ 
uted will stimulate others in the groups to come forth with their feel¬ 
ings. Then ask one spokesman from each group to summarize the feelings 
of his group. Hopefully, people will begin to see just how dynamic 
music is, especially folk songs, as an expressive factor of a culture 
and its people. (See Appendix A for a listing of various cultures' 
music and its influence, instruments, etc.) 
Maps 
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Maps of the Caribbean Islands, the Middle East, South Asia, 
Africa, and Oceania, which can be used in conjunction with the section 
on folk music, can be obtained from the book, Maps on File, which 
Lester A. Sobel edited. The simplicity and detail of these maps makes 
them an excellent reference source. 
I 
Regional Dishes of the World 
All regional dishes except those from the Cape Verde Islands were 
I 
taken from the World Atlas of Food which was edited and designed by 
Mitchell, Beazley Publishers Limited in London. The purpose of this 
l 
part of the program is to acquaint the students with the tremendous 
variety of dishes which are representative of some of the different cul¬ 
tures of the world. 
I 
i 
Maps of the various countries, which designate regional dishes and 
show where some of the food is grown, should be available to the stu¬ 
dents to use with classroom exercises and discussions. Additional 
information can be included which will enrich this section of the pro¬ 
gram: (1) a globe-circling trip by James Beard, (2) strange delicacies, 
(3) fruits of the tropics, and (4) cheeses. 
One way in which this material could be used, which would cover a 
tremendous amount of information in a short time, would be to assign 
each group to a different area of the world. The groups would study the 
maps, noting the similarities and the differences of the food, 
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recognizing the geography and the climate, and attempt to perceive 
something about the people in the various cultures through their food. 
After a period of about 20 minutes, each group would then give the maps 
that they have been studying to another group. A discussion could fol¬ 
low by uniting all the small groups together into one large group. Then 
a list of dishes could be passed out to each group, and they would be 
asked to identify the countries where these dishes originated. If a 
group could not identify the country, it would be asked to identify the 
area of the world from which the dish originated. The entire group 
would then enjoy one of the dishes which had been previously studied. 
This dish would be selected and prepared by class members whose origins 
were from that particular country or region. 
The detailed illustrations and easy-to-read titles of the regional 
dishes shown on the maps and listed in Appendix B will help to make 
cultural learning through food very palatable. 
Background of International Education 
This section will provide the students with some important features 
of the earlier life of international education through reading. 
International Education, which was edited with an introduction and notes 
by David G. Scanlon, is an excellent documentary from which the reading 
assignments could be drawn and from which the following were chosen 
(Scanlon, 1960): 
1. "Cross-Cultural Education Through the Ages," in which Guy S. 
Metraux traced the progression of cross-cultural education. He began 
with that period in time when the proper young men of Rome were sent to 
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Greece to study under teachers who had been taught by some of the great 
philosophers. Metraux then looked forward and noted the cross-cultural 
potential as an important catalyst of introspection and evaluation of 
one's own culture which could provoke a significant change in that 
culture's thinking toward another. 
2. "The Elements of Fundamental Education," an article from 
U.N.E.S.C.O., Fundamental Education, which stated that fundamental 
education becomes integrated into the prevailing educational system, 
extends its arms to all, stimulates performance through voluntary 
participation of the people in their own future planning, and helps them 
adapt successfully to their social environment (Scanlon, 1960). Funda¬ 
mental education should begin with the most urgent of problems in 
each community and should seek to provide in its answers a more 
creative and richer life for its people and extend its solutions to 
world issues. 
3. "International Communication and the World Society," an article 
in which Robert C. Angell investigated the influence of international 
communication on a world society. He stated that its intent is to 
(1) reveal the shared traits of people beneath their cultural dif¬ 
ferences, (2) comprehend the in-depth values of different cultures, and 
(3) realize that value systems are in sync with human qualities even 
though they may be discordant among cultures and that this awareness 
could provoke cultures to seek understanding beyond the tolerance of 
each other. 
4. "The Family of Man" is a moving art form in which Martin S. 
Dworkin employed Edward Steichen's exhibition of photography to show 
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how photography can be effectively used as a medium of international 
education. 
After these articles have been read, discussed, questions raised, 
and conclusions drawn, students who are particularly interested in the 
historical aspects should be encouraged to further investigate the 
development of international education. These students could then 
present the information researched creatively before the main group 
using any materials and equipment that might be appropriate and helpful. 
American Characteristics as Observed 
by Alexis de Tocqueville in~l835 
Alexis de Tocqueville wrote Democracy in America for the purpose of 
showing people how to achieve the advantages of a democracy without its 
defects. For the purpose of a program such as this, a study of the 
characteristics of Americans as seen by de Tocqueville in 1835 could pro¬ 
voke an awareness and demand an introspection while comparing the "then" 
with the "now." The characteristics as stated by de Tocqueville are as 
follows: 
There is little energy of character, but customs are mild and 
laws humane. If there are few instances of exalted heroism 
or of virtues of the highest, brightest, and purest temper, 
men's habits are regular, violence is rare, and cruelty 
almost unknown. Human existence becomes longer and property 
more secure; life is not adorned with brilliant trophies, 
but it is extremely easy and tranquil. Few pleasures are 
either very refined or very coarse, and highly polished man¬ 
ners are as uncommon as great brutality of tastes. Neither 
men of great learning nor extremely ignorant communities 
are to be met with; genius becomes more rare, information 
more diffused. The human mind is impelled by the small 
efforts of all mankind combined together, not by the 
strenuous activity of a few men. There is less perfection, 
but more abundance, in all the productions of the arts. The 
ties of race, of rank, and of country are relaxed; the 
great bond of humanity is strengthened. 
(de Tocqueville, 1835, p. 332) 
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Assuming that the way de Tocqueville saw Americans was the way that 
it really was in 1835, an appropriate question to open the discussion 
after the characteristics have been revealed might be: What characteris¬ 
tics are still valid and what characteristics have been modified? 
Folklore of African Culture 
Since Africa is the earliest country of origin of many Americans 
and it embraces so many different cultures, its folklore has been chosen 
for this program. The soul of Africa is revealed in the "... tales, 
myths, epics, and legends," where "the African bridges back to the 
morning of his creation, asserts the worth and weaknesses of the human 
species, ponders on courage, life and death, and reflects the learning 
of centuries about the character of man" (Courlander, 1975, front lap). 
Before presenting this section on folklore, the facilitator should 
become familiar with supportive background information by reading 
Alta Jablow's Foreword to The Intimate Folklore of Africa, which was 
published by the Horizon Press. 
Harold Courlander's recent book, A Treasury of African Folklore, 
which was published by Crown Publishers, Inc., is one of the best texts 
which could be assigned, especially if the class is focusing on the 
African culture. Certain sections of the book can be used very effec¬ 
tively if the class is studying other cultures. The following have 
been selected from Courlander's A Treasury of African Folklore to be 
used in group discussions to provoke thinking and for enjoyment: 
(1) Sayings of the Fulbe (Fulani), (2) Hausa Religious Poetry (Extracts 
from Long Poems), (3) Some Hausa Proverbs and Sayings, (4) Sayings of 
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the Grebo People of Liberia, (5) Some Ashanti Proverbs, (6) Sayings as 
Guides to Good Social Behavior, (7) Ashanti Proverbs and Sayings Cast 
in Brass, (8) Some Dahomean Proverbs, (9) Ijapa in Yoruba Proverbs, 
(10) Some Cameroon Sayings in Pidgin English, (11) Some Proverbs and 
Sayings of the Ganda, (12) Some Tswana Proverbs, and (13) A Xhosa 
Reproves a Missionary (song and explanation)--a response to the 
Christians who told the natives that they were bringing God to the 
African people. 
Once the students begin to recognize some similarities between the 
African culture and their own, especially the pronounced influence on 
American proverbs, an exercise to search out those that are similar, 
which probably originated in Africa, could promote a feeling of unity 
with a culture which was previously thought to be so diverse. 
Another interesting source of proverb material that could be 
used is a section of Jablow's book. The Intimate Folklore of Africa, 
where he categorizes proverbs. A possible way of using this information 
might be to distribute a different list of proverbs to each small group 
with a list of the categories that the author mentioned: (1) On 
Ignorance and Knowledge, (2) On Prudence, (3) On Knowing One's Place, 
(4) On Endurance, (5) On Wealth, (6) On Being Content with Oneself, 
(7) On Anger, (8) On Consequence, and (9) On Women--and/or others that 
might be applicable. After small-group discussions, have a spokesman 
from each group present their interpretations of the proverbs to the 
main group. Some of the participants may not agree. Some may wish 
to add categories. Some may wish to contribute proverbs from their 
own cultures to be categorized by the participants. This exercise 
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can be a means of learning to understand other cultures in a very 
enjoyable way. 
African riddles are another rich source of folklore. Jablov* has an 
excellent section of his book, which tells about the various forms and 
narrative techniques of West African riddles. A suggested procedure 
would be to distribute Jablow's collection of riddles for imagery 
enrichment and an in-depth cultural view from which enjoyable group dis- 
cussions will develop. 
This would be the appropriate time to introduce and let the stu¬ 
dents experience the dilemma story, where there is no one answer; the 
love story, where women are not to be trusted and will do just about 
anything for money or sex; and the solution tale, which ends with a 
pungent note of wisdom--never to assume anything, for if one does, he 
will pay dearly for this assumption. 
The following tales, which are representative of the dilemma story, 
the love story, and the solution tale, can be found in Jablow's book: 
(1) a dilemma tale, "The Two Strangers"; (2) two stories of love, 
"Vulture's Prophecy" and "The World! The World!"; and (3) two solution 
tales, "Rival Storytellers" and "The Dog's Wisdom". 
African Folklore in Combination with Art 
This part of the program will give the participants the oppor¬ 
tunity to witness some first attempts to give folklore pictorial form. 
The following folktales and illustrations are taken from 
Captain R. C. Rattray's collection of Akan-Ashanti Folktales. The 
illustrations were contributed by Ashanti artists and also Fanti and 
Ewe artists; all of them were from the Gold Coast. 
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A feasible method to use to introduce folklore in combination with 
art would be to give each group one story to read and the pictorial form 
to study that goes with it. Instruct the leader of each group to record 
all the cultural characteristics which are detected in the literature 
and in the illustration. Then have all the group leaders report back to 
the main group so that all participants may benefit from the cultural 
information that has been gathered. 
The tales with accompanying illustrations that will be presented 
to the students are as follows: "How It Came About That the Vulture 
Always Sits Among Filth"; "How the Leopard's Body Became Spotted"; 
"Every Girl Should Marry Him to Whom She Is Given in Marriage"; "How 
the Spider Got a Bald Head"; "They Say When You Go Elsewhere, Return 
Home Quickly"; "How It Came About That One Person Does Not Reveal the 
Origin from Which Another Person Sprang"; "How Kwaku Ananse (the Spider) 
Got Aso in Marriage"; "How It Came About That When Nwansana, the Fly, 
Settles on Kraman, the Dog, He Snaps at It, Kam! Kami"; "How the 
Interplay of Friendship Came Into the Tribe"; "Child-Kwasi-Gyinamoa"; 
"How Aketekyire, the Cricket, Got His Teeth Burned"; "How Ananse, 
the Spider, Became Poor"; and "You Are as Wonderful as Ananse, the 
Spider". 
This exercise may encourage some participants to bring in various 
forms of art from different cultures. Some people may be motivated 
to engage in further study of specific cultures as a result of being 
exposed to particular art forms that may be introduced. 
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Folklore of Korean Culture 
This section presents different forms of tales from the Korean 
culture. The following information has been taken from Zong In-Sob's 
collection of Folk Tales From Korea. Facilitators will find it very 
rewarding to thoroughly read the Introduction, which is divided into 
(1) General, (2) Korea and Its Neighboring Countries, (3) Characteris¬ 
tics of Korean Tales, and (4) Folk-Beliefs. This Introduction will pro¬ 
vide some wonderful background information before introducing the tales 
from Korea. 
The participants will benefit greatly if the facilitator will 
share this background material on folk-beliefs, especially the religious 
elements Shamanism, Buddhism, Confucianism, Taoism, Christianity, and 
Man-God, which are at the core of Korean folklore. This information 
should be combined with the characteristics of the folk tales themselves. 
This section would then be a mixture of lectures, readings, and discus¬ 
sions. An effort has been made to eliminate the lectures in this course 
as much as possible, but where background material is absolutely essen¬ 
tial, as it is here, some lecturing is necessary. Religious discussions 
may evolve; if this happens, the facilitator should guide these discus¬ 
sions so that concentration is always on cultural aspects. 
The following folk tales have been chosen from the collection to 
be used in this program: a myth, "The Bedbug, the Louse, and the Flea"; 
two legends, "A Dutiful Son" and "The Lake of Zangze"; a fairy tale, 
"The Story-Spirits"; three fables, "The Tiger and the Persimmon," "The 
Rat's Bridegroom," and "Three Corpses, Money, and a Wine-Bottle"; and 
an old novel, The Two Sisters, Rose and Lotus. 
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Sources, Media, and Exercises Which Can Be Used 
to Stimulate and Develop Intercultural Awareness 
There is a variation of material included in this section which can 
be used effectively to stimulate and develop intercultural awareness. 
Most of the information has been taken from L. Robert Kohls' book, 
Developing Intercultural Awareness, unless otherwise noted: 
1. The "Minoria-Majoria" Simulation is an excellent role-play 
activity for a large group. Facilitators may find it helpful to also 
read about the same simulation under the title of "Aid to Minorians" in 
the Intercultural Sourcebook, edited by David S. Hoopes and Paul Ventura. 
2. Copies of the two case studies, "An American Teaching in 
Afghanistan" and "The Conflict Between Islamic and Western Values in the 
Classroom," could be given out for home reading with an in-depth 
follow-up by discussion groups. Then, after summaries and conclusions 
have been put forward by the main group, each separate group would be 
assigned a case from Table 5 to discuss and decide how to best handle 
the situation involved. 
A recommendation for facilitators here would be to read Robert 
Ross' article, "The Case Study Method," in the Intercultural Sourcebook 
as well as the "Case Study" presented by Henry Holmes and Stephen Guild 
before assigning any case studies to read, to analyze, and to present 
possible solutions. Then these articles should be read and discussed by 
the participants before any reading or work on case studies begins. 
3. Classic films which are available are: Dead Birds, Ceremony, 
The World of Apu, Walkabout, Axe Fight, Phantom India, Bwana Toshi, and 
Doing Business in Japan. Ms. Jean Marie Ackermann is the best source 
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TABLE 5 
CASE STUDIES FOR CONSIDERATION 
COUNTRY ISSUE 
Afghanistan Bribery and Legality 
Brazil American Women in Foreign Countries, Dating, 
Reputation 
Guatemala Latin American Etiquette, Courtesy, Tact and 
Diplomacy vs. American Directness, Openness, and 
Frankness 
Japan Position and Age Take Preference Over Knowledge 
of Subject; Loss of Face 
Korea Role Inequality; Forcing Payment; Status of Women 
Mid-East Indirect Approach vs. Direct Approach 
Turkey Male-Female Relations; Classroom Discipline 
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of information on the above-mentioned films and other appropriate cross- 
cultural films. See J. M. Ackermann's Changing World: A Critical 
International Guide [2 Vols.] (Washington, D. C.: Society for 
International Development, 1972 and 1976). 
4. Videotape cassettes can be used to great advantage. There is 
one in which a Mr. Khan, an unidentified foreigner, encounters an 
American, which is excellent for analyzing cultural differences. It is 
available from Stephen J. Anspacher, Post Office Box 6034, Mid-City 
Station, Washington, D. C. 20005. 
5. Cross-cultural value cards can be used in an exercise which 
ultimately is designed to get people, whose values are opposites, to 
compromise and submit statements that both are content with. Another 
exercise which is similar is "Reaching Consensus," which can also be 
found in Kohls' article, "Reaching Consensus," in the Intercultural 
Sourcebook. 
6. The exercise "Discovering American Values Through American 
Proverbs" should be used before the participants read and discuss prov¬ 
erbs from other cultures. The facilitator should read Sandra Tjitendero's 
article, "Proverbs," in the Intercultural Sourcebook before working with 
proverbs in class. A very good example of analyzing proverbs appears in 
this article and could be used in class to help identify cultures and 
types of cultures. The participants should be encouraged to offer sen¬ 
tences in their own cultures which approximate the meanings of the prov¬ 
erbs or specific proverbs. After this preparation, a good exercise for 
the class would be to follow Robert Kohls' suggestion, "A Way of Getting 
at American Values," which can be found in the Intercultural Sourcebook. 
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7. Referral to a partial list of "implicit cultural assumptions" 
will force the participants to come face-to-face with the part of their 
culture which lies far below the surface and compel them to take a long, 
hard look at themselves which will help them to see what people of dif¬ 
ferent cultures see. This list should be available to everyone at all 
times, and the students should be encouraged to add assumptions to the 
list as the course progresses. 
Additional Exercises and Suggestions 
This section includes more exercises and suggestions to further 
help people look at themselves and at others with an open mind and a 
desire to understand and learn. The following information is taken 
from the Intercultural Sourcebook, edited by David S. Hoopes and 
Paul Ventura for SIETAR (Society for Intercultural Education, Training, 
and Research). 
1. Jackie Segars' article, "Concern Census," in the Intercultural 
Sourcebook can be helpful in obtaining a Concern Profile of the group 
at the beginning of the course. It is important that the actual think¬ 
ing about concerns be limited to one minute, and at the most two. 
Spontaneous responses will be more valid. No time will be available to 
cause participants to alter concerns because of input from others. The 
students must realize that this initial profile is probably only touch¬ 
ing the surface, for as the course progresses they will become more 
aware of not only their concerns but the concerns of others. Have the 
students analyze their Concern Profile as a group for any line of 
general direction, any similarity of feelings, and any differences of 
purpose for having taken the course. 
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2. Henry Holmes' and Stephen Guild's article, "The Parable," in 
the Intercultural Sourcebook should be introduced at the beginning 
of the course. It presents an exercise which will relax the par¬ 
ticipants while they are discovering how great the influence of 
cultural values is on their decision-making. It will also demonstrate 
how difficult it is to get one's point across to others who have dif¬ 
ferent cultural values which act as deterrents to understanding what 
one is trying to communicate. Of course, this process operates in 
reverse also. 
If the facilitator creates the parable, he should keep in mind 
that the more characters that can be involved the more different 
behaviors will be allowed for, which will provide more examples of cul¬ 
tural values. After the parable is told to the group, participants are 
requested to choose the character or characters of whom they most 
approve and give reasons for their decisions. Then when they begin to 
share their ideas next in small groups, cultural differences and simi¬ 
larities will become evident. The purpose of this sharing is to raise 
the issues to be further discussed, so 10 minutes should be sufficient. 
Then when everyone comes together, two very difficult questions might be 
proposed: "Where in your past did you learn the cultural value or values 
which influenced you to make the decision or decisions you did?" "Could 
you restate that value or those values which were expressed?" After the 
summary session is over, a suggestion might be made at this time to 
encourage participants to keep a diary of the various sessions during 
the course and record what they learn. 
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3. The East-West Game" is a simulation of international living. 
The West is seeking to obtain a treasured artifact which the East does 
not want to give up. The group representing the East and the group 
representing the West are advised of their cultural traits which will 
govern their role behavior. Thorough instructions as well as cultural- 
trait lists will be given to each group, which will be separated from 
one another so that they may develop their plans in complete privacy 
before selecting and sending delegations to visit each side. Then the 
sides will regroup and determine what progress has been made. The East 
may decide at the beginning that if the West demonstrates a certain 
desired behavior toward the East during the negotiations, the West may 
obtain the artifact. 
4. Copies of Table 1, "Summary of Cultural Assumptions and Values" 
(a plausible contrast to American culture), should be distributed as a 
home assignment before presenting dialogue material. 
5. An example of a contrast-cultural dialogue is the dialogue 
between an American army captain and his counterpart in his host's 
country. Captain Smith is trying to convince Major Khan of the impor¬ 
tance of introducing leadership training into the army. Since there are 
only two roles in this simulation and the dialogue is rather long, to 
avoid siding with one or the other (totally destroying the purpose of 
the exercise), small group discussions, after reading the dialogue com¬ 
pletely, would be able to unveil the cultural-determiners of the American 
and at the same time point out the underlying perils which are present 
when cultures cross. Then a discussion of the conclusions and the find¬ 
ings before the large group would give an even more informative picture 
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of what was happening between those two men. Additional information is 
available to the facilitator which will be helpful when conducting 
this exercise. 
6. A list of American cultural influences should be given out to 
the participants in anticipation of the next exercise, the purpose of 
which is to recognize various manifestations of these cultural influ¬ 
ences. Dialogue excerpts can be effectively presented through role 
playing. Different people can take the parts of Lieutenant Colonel Konda, 
a Deputy Director of Instruction at the host-country military academy, 
and Major Smith, an advisor at the academy. At the end of each presenta¬ 
tion, the audience should be asked to identify the cultural influence or 
influences which are presently in force affecting the conversation 
between the two men. 
7. Examples of two cultural assimilators can be used here dealing 
with American and Arab students. Pass out the material so that the stu¬ 
dents can read, analyze, and select one explanation out of four or five 
possibilities. Then, after the participants have made their choices, 
each explanation should be discussed thoroughly. 
8. Near the end of the course, a good exercise to find out just 
how ready the participants are to experience the "new" is the "Profile 
of Cross-Cultural Readiness," which was taken from an article entitled 
"Profile of Cross-Cultural Readiness" by the U. S. Naval Amphibious 
School, which was excerpted from Overseas Diplomacy: Guidelines for 
United States Navy. Have all the participants answer the questions; 
determine their readiness quotient; and then draw their readiness pro¬ 
file following directions carefully. 
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Maslow's Hierarchy of Needs 
This section includes the Maslow Needs Hierarchy, which can be very 
helpful to the students as they anticipate their needs before attempting 
to enter another culture. After a brief introduction and explanation of 
the different levels of Maslow's Hierarchy of Needs, have the small 
groups develop a needs hierarchy of their own, which will reveal the 
needs they expect to have when they will be crossing cultural boundaries. 
Then unite the groups and bring the suggested hierarchies before the 
main group for a thorough discussion to eliminate the needs of lesser 
importance and establish the most important in order of priority. 
Intercultural Learning Process 
Whenever the time is right to direct the attention of the students 
to other cultures, that is the most appropriate time to introduce the 
stages of intercultural learning. Each level of learning between the 
ethnocentric and the advanced should be thoroughly discussed. Then the 
students as they venture forth into other cultures will be able to 
recognize and understand what is happening to them as they progress 
along the continuum of intercultural learning. The following informa¬ 
tion will describe what occurs between the levels of ethnocentrism, the 
"I 'm-better-than-you" stage, and the "my-culture-is-better-than-yours" 
stage, and selective adoption and note the possible directions that 
people will go after an advanced stage of intercultural learning has been 
reached. 
1. Awareness: Appraising the other's cultural existence as that 
of an invitation to a friend to come to a party and not as a line of 
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defense of a foe to come to a battle. The other culture will probably 
be viewed as peculiar at this point. 
2. Understanding: Perceiving the other culture as a multi¬ 
faceted operation which can be discerned rationally rather than emo¬ 
tionally. Comparisons with one's own culture will be unavoidable and 
they will certainly distort genuine perception. 
3. Acceptance and Respect: Approving the cultural differences 
that are encountered as they appear. Now comparisons cease and respect 
is possible even when emotions may produce negative reactions. 
4. Appreciating and Valuing: Viewing the strong and weak points 
of a culture in the light of that culture and then realizing the true 
worth of what one is seeing and appreciating and valuing. 
5. Selective Adoption: Emulating attitudes and behaviors in the 
new culture that are useful and desirable. The native cultural grip is 
relaxed and the above response which would have previously been impossi¬ 
ble to attain is now possible. Now that this advanced stage of inter- 
cultural learning has been reached, people will go in different direc¬ 
tions into the following theoretical states, but not encounter any one 
in its pure form. 
6. Into the State of Acculturation: People will embrace the new 
culture, its language and behaviors, and attempt to exile themselves 
from their native language and culture, but original cultural condition¬ 
ing will prevent assimilation. 
7. Into the State of Adaptation: People heading in this direction 
will be adjusting to the stresses and challenges of a new culture in 
order to feel more at ease and be able to operate more effectively. 
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However, they will not be endeavoring to absorb new behavioral patterns 
as their own because the fear of losing one's identity by mixing identi¬ 
ties is too great a threat. 
8. Into the State of Biculturalism: Individuals going in this 
direction bypass adaptation. They become bicultural--develop a dual 
cultural personality, but, by doing so, they sacrifice some of their 
own culture. 
9. Into the State of Multicultural ism: People going in this direc¬ 
tion have the knowledge and the skills to enjoy fully their encounters 
with people of diverse cultures, in situations completely foreign, doing 
so with no stress, no defensiveness, and no disorientation. Only when 
one becomes multicultural does he reach the state of Assimilation-- 
absorption into a culture, thus being wholly engrossed in that culture 
(Hoopes, 1981, pp. 18-21). 
Critical Incident Exercises 
Paul Barnak's article, "Critical Incidents Exercise," in the 
Intercultural Sourcebook can be used separately or in conjunction with 
Henry Holmes' and Stephen Guild's article, "Critical Incidents, which 
also can be found in the Intercultural Sourcebook. The first exercise 
will help the participants become more aware of cultural differences 
and help them explore their solutions, their attitudes, and their cul¬ 
tural values. The second exercise will help the participants arrive at 
a group consensus as to how the situation was handled, the reasons 
thereof, and a suggested alternative action. 
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Perception Exercises 
There are two popular exercises in the book. Multicultural 
Education:—A_Cross-Cul tural Training Approach, edited by Margaret D. 
Pusch and published by Intercultural Network, Inc. The "Ambiguous 
Lady" demonstrates how deceptive perception can be and "Predicting 
Attitudes" will help the participants see how cultural attitudes force 
judgments without sufficient information. The second is a very sensi¬ 
tive experience and as such will illustrate problems that exist when 
making judgments about others. 
Perception is distorted when the perceptual system is confronted 
with information which is foreign to the categories in its value system. 
In order for a perception system to become valuable, it must increase 
its categories so that more information will be available on which 
judgments can be made more accurately. This is essential, for as Hoopes 
pointed out, "Our perceptual system ... is the foundation on which 
we build our relationships to the rest of the world" (Hoopes, 1979, 
pp. 15-16). 
Cultural Self-Awareness Exercises 
There are three excellent exercises in the book, Multicultural 
Education: A Cross-Cultural Training Approach. The first, the 
"Intercultural Learning Continuum," should be used after the students 
have become aware of their progress along the continuum of intercul- 
tural learning. Only when the participants become aware that they are 
bound by cultural conditioners which are responsible in large part for 
conditioning their behavioral responses will they be able to begin to 
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eliminate the causes of conflicts and misunderstandings which they 
encounter when attempting to cross other cultures. They must be will¬ 
ing to accept the truth that the causes of conflicts are not usually 
those of other cultures but their own cultural perceptions and behaviors 
which are responsible. No cultural background frees one from the need 
to become culturally aware of the determiners which permeate behavioral 
patterns. Everyone should experience training in cultural awareness 
(Hoopes, 1981). 
The second exercise, "Self-Assessment of Multicultural Education 
Skills," could effectively be presented at the beginning of the course 
and at the end as well to evaluate changes. Since the experience is an 
extremely personal one, participants at the beginning may not wish to 
discuss their weaknesses or strengths in the competencies necessary for 
working in multicultural education. However, at the end of the course, 
participants may be very excited about their obvious growth in certain 
areas where they had previously been very weak and want to discuss this 
improvement with others. There is an excellent list of terms available 
which can be used at the beginning. Facilitators and/or students may 
wish to add to the list if the assessment is done at the end of the 
course, too. 
Another exercise, "Profile of Attitudes and Feelings," can be used 
at the beginning and at the end of the course to see if attitudinal 
changes about various cultures have occurred. Once again, this is a 
very personal experience and may remain so; but if the participant 
wishes to share any changes in his attitudes or feelings with members 
of his group, this sharing may evoke others to do the same and the 
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experience of sharing may even bring out the fact that more changes 
have taken place than were first noted individually. 
And still another exercise could be included here which would 
emphasize the influence of the differences between high- and low- 
context cultures which cause cultural conflicts if not recognized as 
such. The Blue and Red Exercise" described in Learning Across Cultures, 
edited by Gary Althen, Stephen Dunnett, et al., could be used to show 
the contextual effect when both the reds (representing a low-context 
culture) and the blues (representing a high-context culture) are 
required to solve a problem jointly. The discussion period that would 
follow this exercise will reveal experiences which provide an awareness 
that cultural forces cannot be eradicated. And it will also point out 
that there is a very real need for all cultures to learn how to solve 
their common problems together. 
Communication Skills Exercises 
Acquiring the ability to recognize and appreciate cultural dif¬ 
ferences will make true communication a reality. The three "musts" that 
Hoopes proposed in his article, "Intercultural Communciation Concepts 
and the Psychology of Intercultural Experience," will, if adhered to, 
help to make possible communication across cultures: 
1. We must be secure in and positively identified with our 
own culture. 
2. We must be aware of the degree to which we are cul¬ 
turally conditioned. 
3. We must respect and appreciate cultural differences 
encountered in others. 
(Hoopes, 1979, p. 33) 
154 
The following exercises, "One Way - Two Way Communication," "Self- 
Disclosure Wheel," "Listening," "Perception Checking," "Speaking Without 
Speaking," and "Role-Playing Emotions" can also be found in the book, 
Multicultural Education: A Cross-Cultural Training Approach, and will 
be helpful in showing the participants how culture influences communica¬ 
tion and will also give them experience in practicing communication 
skills. 
In the first exercise, it will be shown that two-way communication 
is more effective than one-way, and because language is imprecise, 
descriptions are inadequate for identical understandings; in the second 
exercise, the participants will discover how much information in five 
conversational areas they are willing to disclose, and how cultural and 
personal backgrounds affect what they consider to be private and what 
they consider to be suitable for discussion with others; in the third, 
the difficulty in correctly understanding both verbal and nonverbal 
messages will be pointed out to the students as they check the inaccura¬ 
cies of the messages being received; in the fourth, during the discus¬ 
sion of a specific issue, the facilitator has the opportunity to illus¬ 
trate that what is apparent in a statement may not be what is meant by 
the person who has made the statement, and this exercise will also help 
the listener to concentrate on the meaning of what is being said; in the 
fifth, the participants will have occasion to note the similarities and 
the differences of nonverbal behavior among cultures as they investigate 
the feelings which are communicated; and in the sixth, the participants 
will explore how different emotions are expressed by their various 
cultures. 
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Two Outstanding Contributions to 
Cross-Cultural Education 
1. Semester at Sea: A program which provides global viewing to 
students by emphasizing world politics and world problems with the 
requisite need for effective long-term solutions. Semester at Sea 
affords the opportunity to experience at least 10 cultures in developed 
and underdeveloped countries. This excellent program implants qualities 
of concern about other cultures and obligation to other cultures in the 
minds of young people who are involved; it also provides insight into 
their own cultural conditioning and understanding and acceptance of dif¬ 
ferences (Liebhardt, 1985). 
2. The Fulbright Program: A cultural exchange of American stu¬ 
dents, teachers, scholars, and artists with those of other countries 
to further international understanding. Former U. S. Senator J. William 
Fulbright of Arkansas initiated the program by introducing a bill in 
1945 which passed both houses as the Fulbright Act. This legislation 
used surplus war property sales proceeds to strengthen international 
relations. Michael Cardozo, former executive director of the Association 
of American Law Schools, who helped with the wording of the orginal docu¬ 
ment and later played an important part in the development of the 
Fulbright Alumni Association, aptly defined the Fulbright difference, 
the result of the Fulbright experience, as informed thinking about other 
cultures. History has revealed that many decisions that were based on 
one's own culture when dealing with another were calamitous and that 
knowledge and understanding of the other culture was essential. 
Dr. Garfias pointed out at the Third Annual Convention of the Fulbright 
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Alumni Association in 1980 that business, education, and industry cannot 
be treated separately from the cultural conditioning in which they exist. 
Rational thinking can only result from informed thinking--a result of the 
Fulbright experience. Fulbrighters are a rich resource that should be 
tapped. Their knowledge of cultural information could assist governments 
in formulating more prudent policies when dealing with one another 
(Dudden & Dynes, 1987). 
Summary 
The material for this program design was carefully chosen to stimu¬ 
late the interest and develop the understanding of those who have never 
known what it is to successfully cross a cultural boundary. It is hoped 
that the experiences which this program will offer will be informative 
and rewarding to those who participate. 
This chapter has attempted to show that: (1) through a group- 
style setting, appropriate learning activities can be introduced which 
will help prepare people to cross cultures; (2) through the utilization 
of human resources, the formation of college networks and the involve¬ 
ment of the ethnic community, a learning environment can be provided 
which will foster understanding among cultures; and (3) through this 
program design, an awareness and an appreciation of other cultures can 
be aroused together with the recognition that effective communication 
and cooperation are essential to meaningful cross-cultural relation¬ 
ships. 
CHAPTER VII 
SUMMARY 
This study of three major cultural theories of cross-cultural con¬ 
flicts concluded that: (1) perceptual differences among cultures alter 
reality and conceal the true meaning of cultural interaction, but that 
perception can be organized to meet intercultural needs and avoid mis¬ 
interpretation; (2) absence of cultural awareness inhibits effectual 
communication across cultures, but that awareness is achievable if cul¬ 
tural assumptions and values are permitted to surface for all to see; 
(3) inability to accept cultural differences hampers culture learning, 
but that this ability to accept and appreciate other cultures can be 
realized. 
The investigation considered: (1) perception as a culture- 
determined behavior which is activated from deep within the realm of the 
unconscious and examined its illusory characteristics; (2) some of the 
causes of cultural unawareness and recognized that awareness of a 
culture's power to influence one's thinking and behavior is essential 
to culture learning; (3) four categories of cultural differences offered 
by Hoopes (Hoopes, 1981, p. 33), and identified some possible causes why 
people of diverse cultures are unable to accept each other's cultural 
differences. 
An analysis of some examples of cross-cultural conflicts experienced 
by the Cape Verdeans who were interviewed for this study supports the 
proposal that the three major theories (perceptual differences, absence 
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of cultural awareness, and inability to accept cultural differences) 
suggest that, although they may not be the sole causes, they do play 
significant roles in bringing about cross-cultural conflicts. The 
examination of three most frequent and common causes of conflicts 
(identity, discrimination in the education system, and minority status), 
which were experienced by many Cape Verdeans, further reinforced the 
cogency of the three theories put forward for consideration. 
The strengths and weaknesses of the didactic, experiential, and 
humanistic approaches to teaching cross-cultural communication were 
investigated. The study concluded that each method merited recognition 
as a contributor to cross-cultural training programs but that in concert 
they could provide a foundation upon which culture learning could 
thrive. 
The design for breaking through cultural barriers within this study 
offered only generalized strategies to overcome cultural conflicts, since 
circumstances will dictate the scope of each program. In conclusion, 
this next section will emphasize the continual need to investigate the 
causes of cultural conflicts and will offer recommendations for future 
study. 
Need and Recommendations for the Future Study 
of the Causes of Cultural Conflicts 
Life on earth is dependent on cooperation among cultures, for all 
cultures are affected by world problems concerning the endangered 
environment, the increasing economic reliance on one another, and the 
cultural conflicts which continuously fuel the fires of apprehension and 
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unrest. Cooperation is unattainable without understanding. Understand¬ 
ing is impossible without the ability to discern perceptual differences 
among cultures and to accept them as natural during intercultural 
interactions. This ability can be achieved through education. The fol¬ 
lowing recommendations are presented after reviewing literature, inter¬ 
viewing some members of the Cape Verdean culture, analyzing some of the 
cultural conflicts they experienced, investigating major approaches to 
teaching cross-cultural communication, and examining and developing some 
general strategies to use in overcoming cultural conflicts: 
1. Encourage further exploration of the global interdepen¬ 
dency of cultures to provide a complete and clear view 
of the motivating forces responsible for this inter¬ 
dependence and their coexistent moral obligations. T 
2. Investigate stimulating and pleasing methods to instill 
in young people the desire to learn about the different 
cultures of this world. 
3. Continue to explore the benefits of a united worldwide 
community and identify a basis on which to build a 
common ground which must embody "the spiritual and 
mental as well as the material aspects of existence" 
(Huxley, 1948, p. 5). 
4. Follow up on this investigation of three major causes 
of cultural conflicts (perceptual differences, absence 
of cultural awareness, and inability to accept cul¬ 
tural differences) and seek to disclose other unper¬ 
ceived determinants of cross-cultural encounters. 
160 
5. Call attention to the Cape Verde Islands and the 
exceptional opportunity they offer--the occasion to 
witness the operation of a culture in its early 
stages of development as a free nation. 
6. Periodically interview Cape Verdean immigrants as 
well as the Cape Verdean youth growing up in America 
today, and compare the data collected with the infor¬ 
mation obtained in this study. 
7. Persist resolutely to investigate all feasible 
avenues leading to successful solutions to three 
specific cross-cultural sources of suffering for many 
Cape Verdeans (the question of identity, discrimina¬ 
tion in the education system, and minority status) 
which seem to confront them throughout their lives. 
8. Promote further exploration of effective teaching 
methods of cross-cultural communication and teacher 
training. 
9. Examine possible courses of action that could be 
implemented to arouse the interest of administrators 
to the benefits of group-style learning in cross- 
cultural communication programs. 
10. Investigate tactful methods to appraise the disposi¬ 
tion of ethnic communities toward welcoming students 
into their homes and into their cultural activities, 
and, in accordance with the findings, initiate the 
most appropriate progressive course of action. 
APPENDICES 
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APPENDIX A: 
MUSIC LISTING 
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The following material, which was taken from Charles Haywood's 
Folk Songs of the World, will alert instructors and students of cross- 
cultural communication to the valuable resource of music and the cultural 
influences which have played such an important part of the evolution of 
that music: 
THE CARIBBEAN ISLANDS 
The Bahamas: 
Main Influence: The music of the African culture blended with 
cultural traits of the French, English, 
Spanish, Dutch, and American settlers. 
Types: Religious anthems, spirituals, and folk songs 
(used for dances and parties). 
Instruments: Guitar, rhythmic devices, harmonica, fife, 
and brass band. 
Cuba: 
Main Influence: African and Spanish. 
Types: Afro-Cuban folk music (African melody and 
Hispanic rhythm). 
Dances: Conga and rumba (strong African characteris¬ 
tics). 
Santo Domingo: 
Main Influence: Spanish dominant in Eastern part of island 
but Black African is clearly detectable in 
rhythms, dances and songs in Western part. 
Haiti: 
Main Influence: Black African dominant; only superficially 
influenced by "Latin" element. 
Tvnps• Syncopated rhythm used in the voodoo ritual 
to induce passion. Variation and complex 
drumbeat dominate. Religion and ceremonial 
rituals determine drumming, singing, and body 
movements. 
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Puerto Rico: 
Main Influence: Spanish. (It has very close ties with its 
mother country.) It is strongly evident in 
its art, literature, and folk music (melody 
and rhythm). African influence notable in the 
use of some instruments and the rhythm of some 
songs. 
Instruments: The guitar is the most popular. 
Trinidad: 
Main Influence: Spanish, French, English, Portuguese, Chinese, 
Creole, and Black African. 
Types: Calypso (shaped by the cultures and races 
above). 
Songs: "Man Smart - Woman Smarter" and "Broder Manyo" 
are examples of typical calypso satirical songs 
from Trinidad and Saint Croix. 
THE MIDDLE EAST 
Arabian: 
Main Influence: Persian, Turkish, Arabic (Syria, Egypt, and 
Arabia), and Greek. 
Types and Chanting with tambourines to announce a birth; 
Instruments: shawms (zumur) and drums (tubul) very noisy 
at marriages while female musicians play 
softer music in courtyards; wailing accompanied 
by tambourines at death; religious festivals 
where public is encouraged to be heard; mili¬ 
tary and processional using trumpets (anfar), 
horns (bugat), shawms (zumur), drums (tubul), 
kettledrums (naggarat), and cymbals (kasat); 
singing girls in taverns; story-teller 
accompanied by a violist in coffee-houses. 
Israel: 
Main Influence: Reflects various cultures where the people lived: Oriental (Yemen, Persia, etc.), the 
Mediterranean Sephardic (Spain, Tunis, the 
Balkans, etc.), and Ashkenazic (Eastern and 
Western Europe). 
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Types: 
Song: 
Turkey: 
Types: 
Instruments: 
SOUTH ASIA 
Afghanistan: 
Main Influence: 
Types: 
Instruments: 
Ceylon: 
Main Influence 
The richest quality of Jewish folk music came 
especially from Poland and Russia, which 
reflected the deepest meaning of their life 
in an extremely difficult setting. Now the 
tremendously lively, happy music that is full 
of hope for the future is stemming from an 
inner joy of a people who at last have a home¬ 
land. 
"Have L'Venim -- Bring the Bricks" demonstrates 
the exuberance of the Israeli youth and the 
determination to build a home for their people. 
Turkish folk tunes are either long, serious 
chants telling of heroic deeds, adventure, or 
love, or light in nature, tunes that can be 
danced to. 
String (saz and kemence) and wind (zurna, kaval, 
argun, dumbelek). 
Iran (Persia) and Turkey mostly; India, 
Turkemenia, Tadjikistan, and Arabia are also 
important. 
Ballads, historical, religious and ceremonial, 
and nursery rhymes (stories of all aspects of 
growing up). 
Strinq (surinda and robab), lute (datar), 
two-stringed fiddle (ritchak), played with a 
bow The ritchak is now usually created out 
of kerosene cans. The oboe (zournz) accompa¬ 
nies singers. Different types of drums and 
cymbals are also used. 
India is dominant; the Portuguese, Dutch, and 
English have all left their marks. 
Many folk songs are tied in with 
(plowing and harvesting), express 
agriculture 
ions of Types: 
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Instruments: 
hardships and the joys of the simple life, 
songs about animals, and love songs. 
Rabena (a one-faced drum). 
India: 
Main Influence: Vedic sacrifices, Samavedic ritual and 
sacrifices; North by Islam (Persian); some 
Western influence but does not affect rural 
areas. 
Instruments: Lute (tambura), drum (tabla), lute (sitar), 
vina (a long bamboo fingerboard with gourds 
at each end). 
Nepal: 
Main Influence: Folk music shows an integration of bordering 
countries of India and Tibet. 
Song: "Kana Ma Laune -- My Husband" demonstrates 
this union of cultures. 
SOUTHEAST ASIA 
Burma: 
Main Influence: Indian on drumming and Chinese on tonal 
quality of melodies. 
Cambodia: 
Main Influence: Thailand. 
Instruments: Gongs and xylophones used in songs and dances 
come from the Chinese. 
Laos: 
Types Nasal style of singing taken from Chinese is 
common here and in neighboring countries. 
Instruments: Khen (very long mouth organ) is made of bamboo 
reeds; renet (curved xylophone), high flute, 
hurdy-gurdy, and cymbals. 
Thailand: 
Main Influence: China and India. 
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Types: Music here is of major importance in this 
culture. North (tempo slow), Burmese influence; 
Northeast (khen used a lot), Laotian influence; 
South (syncopated rhythms), Indo-Javanese influ¬ 
ence; Cental area (string ensembles, flageolets, 
oboes, and ching [cymbals], and xylophones, 
gongs, and drums), Chinese influence. 
Vietnam: 
Main Influence: Chinese. 
Types: Courtship songs accompanied by the ground- 
zither; improvisation is popular; most warm and 
friendly of Oriental music. 
Song: "Nhim Ne'Nhim -- Lullaby" demonstrates the 
simplicity and warmth of the people. 
AFRICA (NORTH OF THE SAHARA) 
Berber (Caucasoid): 
Main Influence: Egyptian and Arabic. 
Types: Plaintive singing; subtle body movement of 
dancers. 
Instruments: Viol, lute, and tambourine. 
Tunisian: 
Main Influence: Roman, Byzantine, Arab, Turkish, and French. 
Types: Rich variation of rhythm and high-pitched 
voices; all phases of life are noted-- 
hero songs, camel songs, humorous, wedding 
songs, and laments. 
Instruments: A jug-shaped clay drum, bass drum, tambourines, 
flute, oboe, bagpipe, clarinet, recorder. 
Song: "Mahiya Ilia Zalab — Song of the Fig Vendors" 
demonstrates a Tunisian folk song with 
tambourine and castanet accompaniment. 
United Arab Republic: 
Main Influence: Persian, Turkish, and Arabic. 
Types: Rhythm is intensified by handclapping; right- hand gestures reveal the meaning and mood of 
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Instruments: 
the melody. Songs are of all phases of 
life: work, military, love, longing, religious, 
lullabies, weddings, funerals, games (children's), 
and songs (children's). 
Lute, violin, zither, lyres, harps, cymbals, 
kettledrum (made of baked clay), flute, clarinet, 
oboe, drums, castanets, and tambourines. 
AFRICA (SOUTH OF THE SAHARA) 
In Africa, south of the Sahara, all of the rhythmic movement is dictated 
by the drums' accents. 
Ethiopia: 
Main Influence: Bantu, Semitic, Coptic, Islamic, Sudanese, 
Nilatic, Middle Eastern, Indian, Yemenite. 
Types: Jewish and early Christian religious chants, 
Oriental style melodies and folk songs, songs of 
lepers, war songs, wailing songs, love songs, 
heroic, religious festival songs and dances. 
Instruments: Two-headed drum, kettledrum, war drum, stone 
gongs, brass sistrum, bell rattles, one-stringed 
fiddle, lyre, harp, flute, metal pipe, bagpipe, 
and bamboo flute. 
Madagascar (Malagasy Republic, Island off southeast 
Coast of Africa): 
Main Influence: Largely Indonesian but others are evident in 
various tribes: Mongoloid, Negroid, Caucasoid 
(Arab, European), Indo-Melanesian, Indian, and 
Chinese, and Islamic traditions. There are 
many acculturated and assimilated tribes. 
Types: 
Expressive melodies and lively rhythms accompa¬ 
nied by a bamboo tube zither; flowing hand and 
body movements; choral singing by women. 
Instruments: Great variety of drums, rattles, leg xylophone, bows with gourd resonators, vertical flutes, 
oboes, trumpets, and particularly symbolic 
shell trumpets. 
Songs: 
"Tou Oua" demonstrates a folk song from 
Leopoldville about a witch doctor's power and the 
well-known "Sierra Leone" which is sung in many 
languages. 
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OCEANIA 
Indonesia: 
Main Influence: Hindu, Indochina, Chinese, Arabic, Persian, 
Portuguese, Dutch, South-Eastern Asia. 
Types: Music of Bali with its straightforwardness and 
vivacious quality and music of Java with its 
soft quality and emotional restraint are out¬ 
standing; the Gamelan (Indonesian orchestras) 
play the same intricate music varying in style 
and technique. 
Instruments: Chiefly percussion instruments (gongs and 
xylophones) and also flute, panpipes, two¬ 
stringed violins, small marimba, metallophones, 
fourteen-stringed psalter, zithers (tube and 
board), bamboo chimes, and drums. 
Polynesia (Hawaii, Phoenix, Samoa, Tonga, Cook and Society 
Islands, Tuamotu Archipelago, Marquesas, Easter Island, and 
New Zealand): 
Main Influence: Indonesian by way of Micronesia patterned a 
culture which the people took with them to 
islands such as Melanesia. 
Types: Very fond of singing and dancing. Colorful 
costumes in Samoa play an important part. There 
are extensive courtship rituals with singing, 
dancing, and drumming. 
Instruments: The Tahitians use conch shells, nose flutes, 
and drums. 
Hawaii: 
Types: Ancient Hawaiian music which consists of the 
chant for prayers, prophecies, love songs, war 
songs and for all practical purposes; the 
dance expresses the meaning of the chants. Al 
Hawaiian music is based on simple harmonies, 
sentimental (often combining English with 
Hawaiian). Modern Hawaiian music is a combina¬ 
tion of jazzy Latin rhythms and old Hawaiian 
music. 
Instruments: Ukelele, guitar, some ancient percussion instruments, and modern Western instruments. 
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Maori (New Zealand): 
Songs and chants are continuous; tempo is consistent and relent¬ 
less. There is extreme concern that the words and the tune be 
transmitted with accuracy. 
Melanesia: 
Music plays a significant role in tribal life. Panpipes are 
used a lot. The Solomon Islanders use a larger size than the 
Admiralty, New Hebrides, Tonga, and New Zealanders. There is 
body movement along with playing of the pipes. The Jew's harp 
is made out of bamboo by the Eastern islanders; the inhabitants 
of Treasury Island make it out of a fifteen-inch long five¬ 
stringed bow. A Melanesian drum (large portion of a tree trunk 
with a slit) is struck with two short sticks; a board placed in 
a pit is danced upon, revealing a variation of rhythms. Large 
conch shells are played by blowing through a hole on the out¬ 
side. Long bamboo trumpets are played by blowing through a 
hole on one side. 
The Pygmies in New Guinea hold elaborate rituals and ceremonies 
using colorful costumes and masks and sing wave-like three-part 
chords. They use flutes, panpipes, and drums. 
The Fiji Islanders, excellent craftsmen, love to sing and 
dance and create beautiful poetry. 
The Siuai of Bougainville on the Solomon Islands devote a lot 
of time to music. A variation of gongs in clubhouses are used 
for making music by men and boards placed in holes and are 
danced on by women to set rhythms for singing and dancing of 
those around them. Bamboo flutes are very popular (all 
sizes); large trumpets with mouthpieces are made of one-half 
of a coconut shell. Singing is popular. People love to sing 
for any occasion. When the males harmonize at feasts, it is 
spellbinding. 
Micronesia (the four archipelagoes: Marianas, Carolines, 
Marshalls, and Gilberts): 
Main Influence 
Instruments: 
Asian (Monqoloid characteristics) and 
Polynesian. In the Marshalls and Carolines, 
there is a mixture of European tunes and 
native lyrics. 
Large upended kerosene tin is beaten rhytl^cany 
to accompany intense dancing. In Ifaluk, concn 
shell trumpets and rolled coconut leaves with 
double reeds are used to accompany singing 
dancing. 
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Songs: "Aroi Toyong -- Oh, Beloved" demonstrates a 
tune from Malaysia in which a medicine man 
compares the healing effect of the betel nut 
to the strength of love and the power of money; 
"Lulay -- Serenade" demonstrates a song from 
the Philippines in which the presence of the 
nineteenth-century Western influence is shown; 
"Nan Sob-oy -- We Pray" demonstrates a ceremonial 
prayer from Sagada Mountain Province in which the 
blessing of children is bestowed upon a newly- 
married couple; "Like No A Like -- Remembrance" 
demonstrates a lyric song from Hawaii in which 
the nineteenth-century European influence is 
shown; "Kaduguwai -- The Gathering" demonstrates 
a spirit song from the Trobriand Sunset Isles 
in which there is lamenting and wailing for the 
dead; "E! E! E!" demonstrates a war song from 
Papua in which the Mambule and Sivu of the 
Mafulu tribe whistle and then sing preparing 
for battle against another tribe; "Nuri -- 
My Son" demonstrates a dirge from the Solomon 
Islands in which the feelings of a mother are 
sung at a young son's cremation; and 
"Ngai I Tanga I" demonstrates a hymn from the 
Caroline Islands in which the Ifaluk Atoll 
islanders ask for the gods' blessing to stave 
off disease. 
Australia: 
Main Influence: Aboriginal is dark-skinned but not a Negro. 
Intoned verse and rhythm common to their 
music, poetry, and dance. In ceremonial dances 
the words control the body movements. Chanting 
may be of a different rhythm than the accompany¬ 
ing tapping of boomerangs. They repeat verses 
and certain key words. 
Song: "Makerenben — Honey-Ant Song of Ljaba" demon¬ 
strates a chant. 
The English who have settled in Australia are vigorous and inven¬ 
tive but their music comes from Irish, English, and Scottish 
foU songs and other Europeans. Their occupations of sheep- 
F Sdir^nSi:hofs« ^r«ts^ng 
o'" range andddPreaming of how he is going to spend 
time off. 
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Only a few examples of some of the most popular dishes are men 
tioned here: 
IBERIAN PENINSULA 
Portugal: Caldo Verde (cabbage and potato soup) 
NORTH AFRICAN COAST 
Couscous (semolina and meat stew) is the national dish of all 
North African countries. Algeria includes tomato puree; 
Tunisia includes spices, sauce with cayenne and chili pepper; 
Morocco uses saffron (deep orange aromatic from stem of 
crocus). 
Egypt: National dish: Ful mesdames (brown beans) 
S.yri a: Ma'mounia (Alleppo semolina pudding) 
Jordan: Maqlouba (meat and vegetables with steamed 
rice 
Caoe Verde Islands 
(off West African 
Coast): 
Vinha D'Alhoes (for marinating fish and 
meats) 
Fried fish with Molho Cru (sauce served on 
cold fried fish) 
Grao Be Bico (chick peas) 
Trutas (pastry filled with sweet potatos) 
South Africa: Fish Bobotie (curried fish) 
Israel: Felafel (fried chick pea balls, garnished 
with choice of sharp salads and sauces, 
stuffed into Arab bread) 
Iran: Fesenjan (duck with walnut and pomegranate 
sauce) 
Turkey: Baklava (pastries soaked in syrup) 
Greece: Moussaka (baked ground raeat,wi^hl/^9P1^t and a medium cream sauce); best known of 
Greek dishes 
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Yugoslavia: Sarma (meat-stuffed sauerkraut leaves using 
beef or lamb) 
Romania: Sarmale (stuffed cabbage leaves); served with 
a cornmeal porridge, mamaliga 
Bulgaria: Sarmi (veal is used to stuff pickled cabbage 
leaves and served with an egg sauce) 
Austria: Apfelstrudel (apple strudel) 
Hungary: Bogracs Gulyas (Hungarian goulash soup or 
stew) 
Czechoslovakia: Wiener Schnitzel (bread veal escallops) 
Poland: Bigos Mysliwski (hunter's stew); a steaming 
cauldron with sauerkraut rich with meat (deer 
or wild boar), partridge, pheasant, wild duck, 
hare, and chunks of sausage--one of Poland's 
most famous national dishes 
Soviet Union: Borscht (clear consumme ruby red with beets 
or thick with vegetables) 
Pakistan: Murgh Biryani (chicken pilaff); chicken and 
rice must be partially cooked before mixing. 
This is a favorite dish all over Pakistan. 
India: Dahin (yoghourt); plain or sweetened, it is 
eaten every day. 
Karma (curried lamb fried with yoghourt) 
INDOCHINA 
North Vietnam: Pho (spiced beef soup with rice noodles) 
Cambodia: Phoat Khsat (Royal rice which is a mixture of 
chicken, pork, crayfish, and rice) 
South Vietnam: Bun-bo (dish of beef and noodles with cucumber 
and peanuts) 
Laos: Khao Poun (Laos national dish); it is vermicelli and vegetables served with a spicy 
fish or chicken stock (soup) 
China: 
Pei Ching K’Ao Ya (Peking duck); place a 
slice of duck skin, a slice of meat, and a 
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Japan: 
little scallion and cucumber on a pancake 
heavily brushed with sauce; roll up pancake 
and eat with hands. 
Sukiyaki (roast beef on a hoe); it was probably 
derived from peasant's way of roasting game on 
a hoe. 
Indonesia: Gado-Gado (vegetable salad with peanut sauce); 
it is a mixture of cooked and raw vegetables, 
arranged in layers on a large platter and 
served with spicy peanut sauce. 
Australia: Carpet-Bag Steak (tenderloin or filet, slit 
and oysters inserted and secured with skewers); 
in this way, the best of Australian beef and 
seafood are combined. 
New Zealand: Canterbury Lamb with Honey (wild honey settles 
to bottom of pan and caramelizes) 
South Pacific 
Islands: 
Roast Suckling Rig (roasted in pit covered with 
palm fronds and banana leaves) 
Hawaiian Islands: Chicken Luau (chicken with taro leaf stew) 
Lomi-Lomi (salmon, tomato, and onion salad) 
Mexico: Flan de Almendra (almond caramel custard); this 
is Mexico's favorite dessert. It originated 
in Spain. 
Frijoles (beans) 
CENTRAL AMERICA 
Guatemala: Came en Jocon (beef in tomato and chili sauce) 
Belize: Soupa de Hess (conch soup) 
Honduras: Empanadas (maise flour turnovers) 
El Salvador: Gallo en Chicha (chicken in a spicy sauce) 
Nicaragua: Nacatamales (banana-leaf tamales) 
Costa Rica: Salpicon (minced beef in lemon sauce) 
Panama: 
Sanoocho (pork, salt-beef, and root vegetable 
stew) 
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SOUTH AMERICA 
Venezuela: Bunuelos de Yuca (cassava fritters); cassava 
is a fleshy rootstock. 
Guyana: Callaloo (taro-leaf soup); taro is an edible 
starchy rootstock. 
Suriname: Mangrove Oysters 
French Guiana: Pepperpot (meat stew with cassareep, which is 
seasoned bitter cassava juice) 
Colombia: Spoa de Aguaoate y Papas (avocado and potato 
soup) 
Ecuador: Llapingaohos (potato cakes) 
Peru: Maiz Morado (purple sweet corn) 
Bolivia: Paltas Rellenas (stuffed avocados) 
Brazil: Feijoada Completa (black bean and meat national 
dish) 
Paraguay: So’O Yosopy (thick minced beef soup) 
Chile: Locos (giant abalone) 
Argentina: Empanadas (beef and fruit in pastry) 
Uruguay: Mondongo (tripe) 
CARIBBEAN 
Cuba: Bista en Rollo (rolled steak) 
Curacao: Keshy Yena Coe Galinja (cheese stuffed with 
chicken) 
Antigua: Mango Jam 
Jamaica: Escovitch (pickled fish) 
Hispaniola (Haiti 
and Dominican 
Republic): 
Figues Bananes Fourrtes (stuffed 
bananas) 
Puerto Rico: 
Asopao de Langosta y Camarones (rice, spiny 
lobster and prawn stew) 
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Trinidad: Callaloo (taro-leaf soup with crabmeat and 
okra) 
Tobaqo: Accra and Floats (fried salt cod balls with 
biscuits) 
Barbados: Jug Jug (millet with pigeon-peas cooked with 
meat) 
Aruba: Sopito (fish and coconut soup) 
Bonaire: Keshy Yena (stuffed and baked Dutch cheese) 
Martinique: Colombo d'Agneau (lamb curry) 
Guadeloupe: Daube de Lambis aux Haricots Rouges 
(conch and red kidney-bean stew) 
Dominica: Mountain Chicken (frogs' legs) 
Grenada: Breadfruit Soup 
St. Martin: Peanuts 
Anqui1 la: Kebabs (beef skewered with pineapple and 
peppers) 
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